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ABSTRACT
The intent of this study was to investigate for gender differences in second 
language (L2) motivation. With this goal in mind, the researcher first broadened the 
scope of L2 motivation to include a number of additional factors that have been found 
to be influential. An explanatory mixed methodology was then employed to determine 
if gender differences in these factors exist among Grade 9 French as a second language 
(FSL) students. The study considered data gathered from 490 students by means of a 
questionnaire. After analyzing the data obtained from the questionnaires, follow-up 
interviews were conducted with 8 students and 6 teachers. To elaborate upon 
information obtained during the interviews, a subsequent analysis was conducted of 
relevant documentation published by both federal and provincial governments and 
personal communications with school board officials and other FSL stakeholders.
It was determined that male FSL students in Grade 9 were perceived, by 
students and teachers, to be less motivated than their female peers to learn French.
The results also indicated that Grade 9 females in FSL were perceived to be more 
instrumentally and integratively oriented, as well as more intrinsically and less 
extrinsically motivated than the male students. It was further determined that males in 
this study perceived themselves to have lower self-efficacy in the FSL classroom, as 
well as less internal control over their successes and failures in French when 
compared to their female counterparts. The male students were also found to set 
fewer and less specific goals in the FSL classroom, to have more negative perceptions 
of the French language, and to be less encouraged by parents, teachers, and peers to
iii
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study French. The investigation also revealed there to be no significant differences 
between males and females in Grade 9 FSL in regard to French Class Anxiety and 
Tolerance of Ambiguity. The nature of these findings and their implications were 
discussed.
As the research study progressed, it became apparent that traditional views of 
what is appropriate for a male and what is appropriate for a female were weighing 
significantly on the results. Boys were reporting that they felt less capable than girls 
in French, because society has told them that they are not supposed to be. Boys 
reported being less interested in learning about French culture, because society has 
made it clear that that is more of a female concern. They felt that they had to be lucky 
to do well in French, once again, because society has let it be known that it is not 
“normal” for a boy to do well in French. Instead of admitting to be different, or unlike 
other “real” boys, males attribute their successes in French to external sources like 
luck. In the end, societal perceptions were found to influence all 15 of the 18 
variables where significant gender differences were reported.
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CHAPTER I 
Introduction
General Statement of the Problem
Why would someone want to learn a second language (L2)? Why would someone 
in English-speaking Canada want to learn French? What motivates people to put forth the 
time and effort required to learn a language? What keeps them motivated for an extended 
period of time, and what do they expect to gain from the endeavour? The answers to 
these questions are important, because motivation is thought to play a major role in the 
learning of a L2.
Researchers have shown that motivation directly influences how often L2 students 
use L2 strategies, how often they interact with native speakers, how well they do in 
curriculum-related achievement tests, how high their general proficiency level becomes, 
and how long they persevere and maintain L2 skills after language study is over (Crookes 
& Schmidt, 1991; Dornyei, 1994; Gardner & Smythe, 1975; Krashen, 1981; Oxford & 
Shearin, 1994). In fact, one of the most prominent researchers in the area of L2 
acquisition, Gardner (1968, 1975, 1985, 1988a, 1988b, 1990, 1996, 2001), identified 
motivation as the single most influential factor in learning a new language. Cohen and 
Dornyei (2002) recently added, “Motivation is often seen as the key learner variable 
because without it, nothing much happens” (p. 172).
In light of the importance placed on motivation, there is a growing concern 
amongst L2 educators in Canada that more and more Canadian students are lacking the 
motivation to learn a L2 (Netten, Riggs, & Hewlett, 1999; Pagliaroli, 1999). Although 
Canada is officially a bilingual country, English-speaking students seem to be losing
1
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interest in studying French. This decreasing motivation is reflected in the declining 
enrolment in French in Ontario secondary schools after the mandatory Grade 9 year 
(Commissioner of Official Languages, 1998). In fact, upon examination of recent French 
as a second language (FSL) enrolment data across Canada, a universal decline in the 
number of students taking core French1 is noted across all jurisdictions (Canadian Parents 
for French, 2003). In Ontario, the number of core French students dropped from 953,107 
to 913,192 over a two-year period (1999-2000 to 2001-2002), from 46.2% of the overall 
student population to 42.2%. While losses were less significant in Manitoba at less than 
1% during this same time period, in neighbouring Saskatchenwan, enrolment fell by over 
10% (Schmidt & Knapp, 2003). Declining core French enrolments were also reported 
during this same time period in Atlantic Canada. The percentage of eligible students 
enrolled in core French in Nova Scotia, for example, fell from 47.1% in 1999-2000 to 
45.7% in 2001-2002 (Canadian Parents for French, 2003).
This lack of motivation and its negative consequences are particularly evident in 
regard to male students and the study of French as a second language (FSL). A study by 
Netten et al. (1999) discussing the state of FSL education in Canada has raised concern 
about male involvement and achievement in French programs. While virtually all of the 
380 Grade 9 core French students involved in the study agreed that young people in 
Canada should learn French, boys were much less positive than girls about their 
experiences in French class. The results of the study also indicated that boys were less 
likely to study French in senior high school. While 59% of the participants indicated a
1 Core French refers to a basic program in French as a second language where French is the subject being 
studied and the language is taught in periods that vary between 20 and 50 minutes a day (LeBlanc, 1990).
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desire to continue studying French in Grade 10, the majority of these participants were 
female by almost a 3 to 1 ratio. Of the 155 students dropping French, approximately two- 
thirds were male (Netten et al., 1999).
The boys also did not fare as well academically as did the girls. While all 
participants agreed that getting a good mark in French was difficult, the girls found their 
marks in French class to be in line with their grades in other subjects. Boys, on the other 
hand, found their marks in French to be lower than in other subject areas. In the study, 
50% of the boys found their marks to be below their overall average (Netten et al., 1999).
Not only are boys doing poorly in French class compared to their female 
counterparts, they are also enjoying themselves much less. Netten et al. (1999) found 
that, in general, girls expressed enjoyment in communicating in French, as well as 
learning about the Francophone world. In contrast, half of the boys in the study rejected 
the notion of enjoyment being associated with French class.
Moreover, boys who are struggling and who are not enjoying their French class 
are often developing more negative attitudes toward both the French language and French 
people. Netten et al. (1999) also found that males expressed considerably less positive 
attitudes toward French and francophones than those expressed by females. It may be 
hypothesized that male students’ lack of success in learning French has an overall 
negative effect on their general perception of both the French language and francophones. 
Given that attitudes developed towards French in school will persist long afterwards, it 
would be beneficial if feelings about the language and the people who speak it were more 
positive.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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Although in a British context, the findings reported by Netten et al. (1999) are 
further supported in a more recent study by Williams, Burden and Lanvers (2002). In this 
study involving 228 students in Grades 7 to 9, motivational differences were investigated 
between adolescent males and females toward the study of French and German. The 
results of this study indicated that girls expressed a significantly higher degree of desire 
to learn French than did the boys, and they also put forth more effort to learn the 
language.
The implications of adolescent males having less desire to learn French, and as a 
result, choosing not to study French in Grade 10, are not restricted to secondary schools. 
Even if these boys were to later change their attitudes and perceptions in regard to the 
French language, they would lack the necessary requirements and knowledge to study the 
language in university. The problem of lack of male participation in French programs at 
the post-secondary level was effectively depicted in an article on gender differences and 
language learning (Powell, 1979). The author stated that, “university teachers in language 
departments are beginning to acknowledge that the subject pronoun to be used in 
connection with the generic term ‘student’ is she” (p. 19). The implications continue to 
extend beyond university. A direct result of fewer and fewer males enrolling and 
succeeding in French programs at the post-secondary level is that inevitably there will be 
fewer and fewer male French teachers. Second language teaching is becoming 
increasingly feminized. While males represent only 33% of all teachers in Ontario and 
only 20% of all elementary teachers in Ontario (Partridge, 1999), an even greater 
disparity exists between the number of male and female teachers in French departments. 
Proof to the point, in French first language schools, only 8% of all teachers are male -
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one out of every 12 (Ontario College of Teachers, 1999). This researcher himself, for 
the past 7 years has been the sole male teacher amongst more than a dozen female 
teachers in a French immersion school. A study by Callaghan (1998) reported that of 973 
British students who graduated from university with a degree in French, 244 were men 
and 729 women. Of these students, 22 men and 109 women went into teacher training, 
increasing the ratio of female to male teachers to 5 to l.This discrepancy between female 
and male teachers does not come without consequence. This trend is likely to reinforce 
the male perception that French is a female subject which, of course, contributes to the 
perpetuation of the cycle resulting in boys’ underachievement and declining enrolment in 
French studies.
It is clear that more needs to be done to encourage male students to pursue French 
language studies. However, herein lies another problem. When asked if they were 
encouraged by teachers to continue studying French, Netten et al. (1999) found that 
female students admitted to having received encouragement from teachers to pursue 
French studies. In response to this same question, the males were not so sure. Male 
responses were distributed evenly among the categories of agreeing somewhat, being 
unsure, and totally disagreeing. While the female participants felt that their teachers 
placed as equal an importance on French as they did on other subjects, males tended to be 
unsure as to whether the school regarded French as being an important subject area.
Subjects in schools have historically been linked to genders. The stereotypical 
male role as the breadwinner has forced males to pursue career-oriented subjects, such as 
math or science. Perhaps members of the aging teaching population in Canada, and even 
some of the younger staff, still adhere to this antiquated stereotype, and are as a result not
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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encouraging young men to pursue studies in French. Whether or not this is the case, it 
is apparent that the educational system is not providing students, particularly males, with 
the support and encouragement they need to develop an interest and achieve success in 
French.
Not only does the educational system fail to adequately encourage male 
involvement in L2 study, the research community itself does not seem to be placing a 
great deal of importance on male enrolment and under-achievement in the modem 
language classroom. While much attention has been devoted to girls’ under-achievement 
in science and math, relatively little effort has been expended on the problem of the poor 
performance of boys in foreign and second languages (Callaghan, 1998; Clark &
Trafford, 1995; Powell, 1979; Williams, Burden & Lanvers, 2002). The failure to 
adequately investigate this topic would seem to support the notion that the status of 
foreign and L2 studies is not high enough to warrant much concern. It should be noted, 
however, that foreign and second languages are not the only subject areas where the 
plight of boys seems to be ignored. Hoff-Sommers (2000) addressed the fact that 
although great efforts have been made to improve the academic performance of girls, it is 
in fact boys that are being seriously outperformed. The researcher reported that while 
female deficits in math are small, male deficits in writing skills are alarming. In spite of 
these large gender differences that place males at a considerable disadvantage in the 
future job market, few people are aware a problem even exists.
Research needs to be done to provide support and insight to second and foreign 
language teachers in their attempts to increase student motivation, in particular that of 
males. It has become increasingly evident that second and foreign language educators
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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need to be aware not only of existing theories of motivation that pertain to L2 learning, 
but also how males and females differ in regard to these motivation theories. The present 
study uses both quantitative and qualitative methods to not only investigate gender 
differences in L2 motivation, but perhaps more importantly, to identify and explore 
gender differences in various classroom-related factors that influence L2 motivation, so 
that educators may be better equipped to deal with unmotivated male students. In order 
to set the study within the current context of L2 policy-making and to explore possible 
further influences on male L2 motivation, an analysis is also conducted of relevant 
documentation published by both federal and provincial governments as well as personal 
communications with school board officials and other FSL stakeholders.
In the ensuing review of literature, key issues in L2 motivation are examined in a 
sequential order. Once introduced, gender differences in these factors, as reported in 
previous studies, are also presented. First to be discussed is Gardner’s concept of 
motivational orientation. Next, the parameters of motivational theory are extended to 
include several areas that have direct implications for second and foreign language 
classrooms, such as intrinsic/extrinsic motivation, self-efficacy, self-determination, 
encouragement, and tolerance of ambiguity and other learning styles. Additional factors 
influencing student motivation in second and foreign language classrooms where 
interesting gender differences may exist are also examined. These factors include French 
class anxiety, student perceptions of French, interests, and influence of male teachers. 
Definition of Terms
For the purpose of this research, the following terms are defined:









the necessary acquisition of a second identity 
when learning a L2 (Schumann, 1976) 
feelings of uneasiness, frustration, self-doubt, and 
apprehension associated with learning a L2 
(Oxford, 1999)
concept relating to cognitive flexibility, and 
tolerance of ambiguity, both characteristics 
associated with successful language learners 
(Hartmann, 1991)
the desire to perform certain behaviours in order 
to receive some extrinsic reward, such as money 
or good grades (Deci & Ryan, 1985, 2002) 
the degree to which individuals have specific 
goals and how frequently goal strategies are used 
(Tremblay & Gardner, 1995) 
the desire to learn a language for practical 
reasons, such as to get a job (Gardner, 1985) 
the desire to learn a language in order to 
communicate with and better get to know 
speakers of the target language community 
(Gardner, 1985)











the desire to participate in an activity for which 
there is no anticipated reward except for the 
activity itself (Deci & Ryan, 1985,2002) 
the source of control (internal or external) over 
events in an individual’s life (Rotter, 1966) 
the combination of effort and desire to achieve a 
goal (Siegel, 2003)
the notion that individuals are most motivated by 
activities which are slightly beyond their current 
level of competence (Harter, 1978) 
according to Maslow (1970), self-actualization 
refers to the ultimate goal motivating human 
behaviour
the level of control individuals feel they have over
a particular event (Deci & Ryan, 1985, 2002)
an individual’s judgment of his/her ability to
perform a task (Bandura, 1986).
the cognitive and affective differences between
two cultures (Schumann, 1976)
the ability to willingly accept information that
appears inconsistent and even contradictory
(Naiman, Frolich, Stem, & Todesco, 1978)
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Valence; the perceived value attached to learning the
language (Tremblay & Gardner, 1995) 
Willingness to Communicate: an individual’s readiness to enter into discourse at
a particular time with a specific person 
(MacIntyre, Clement, Dornyei, & Noels, 1998)
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CHAPTER II 
Review of Literature 
Before broaching the topic of gender differences in second language (L2) 
motivation it is necessary to examine the foundational principles and theoretical 
underpinnings of what is meant by the term motivation. In addition, it may prove useful 
to look at other possible reasons for gender differences in L2 learning, such as differences 
in language aptitude and education practices throughout history. In this respect, gender 
differences in L2 motivation represent only one small detail in a much larger, more 
elaborate picture. For a more thorough understanding of how gender differences in L2 
motivation can influence the performance of L2 students it is, therefore, necessary to take 
a step back to get a better view of the whole picture. This study is, as a result, organized 
in such a manner that initial information presented is of a more general nature, providing 
the necessary background information for the topic at hand. Once the initial backdrop has 
been laid, the information presented becomes more narrowly focused on the topic of 
gender differences in L2 motivation.
Differences in L2 Aptitude
When questioning the reasons for male underachievement in second languages, a 
common response is that males are simply less able language learners. Differences in 
aptitude between males and females have often been used to explain the 
underachievement of boys in second and foreign language programs. Many language 
researchers agree that girls’ linguistic abilities are developed better and sooner than boys’ 
(Callaghan, 1998). Bennett, Seashore, and Wesman (1966), for example, found after
11
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extensive aptitude tests that girls’ verbal fluency is higher than boys. McCarthy (1954) 
found that the mass of data accumulated in this area suggested a slight difference in 
favour of girls in nearly all aspects of language. McCarthy cited evidence of female 
superiority in pronunciation, mean length of sentence, vocabulary, and verbosity. The 
researcher went on to say that girls acquire their first language more quickly than do 
boys, they articulate better and have a more extensive vocabulary than boys of a 
comparable age. In addition, language disorders are reported to be more frequent in boys 
than girls (McCarthy, 1954). If boys are innately weaker language students, it is 
reasonable to assume that this lack of language aptitude may in fact be one reason why 
boys do so poorly in French as a second language (FSL), and why so many are 
unmotivated to learn and eventually drop out of French studies.
On the other hand, many of the studies reporting female language superiority 
(Bennett et al., 1966; McCarthy, 1954) are dated. Furthermore, the differences found 
between the sexes were often reported to be slight, and in fact insignificant. It has also 
been argued that for every study reporting findings in favour of girls’ language 
superiority, there is another in favour of boys (Macaulay, 1977). Sause (1976), for 
example, in a study of kindergarten children found that boys produced significantly more 
language (204 words on average) than girls (163 words on average). Furthermore, when 
reviewing related literature, it becomes apparent that for every study reporting findings in 
favour of girls, there are 2 studies where no sex differences were found at all. Proof to the 
point, Maccoby and Jacklin (1974) listed 123 studies with 159 measures of language 
behaviour. The large majority of these studies (62%) revealed no sex differences, 28% 
showed female superiority and 9% showed male superiority. Although a higher
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percentage of studies revealed female superiority than male superiority, these findings, 
too, need to be viewed critically. Some of the superior language behaviours exhibited by 
females were rather questionable, e.g. ‘talked more frequently to other children’,
‘mimicry of nonsense words’, and ‘emitted fewer “ah’s.”’
A study by Downing and Thackray (1971) argued that possible sex differences in 
language ability are not due to physiological sex differences, but more likely to the 
different ways in which boys and girls are brought up and educated. This explanation is 
supported by a number of cross-cultural studies. Johnson (1973), for example, found that 
boys read significantly better than girls in England and Nigeria, but not in Canada or the 
United States. Macauley (1977) cited other studies showing boys to be ahead in reading 
in Germany, India, and Nigeria.
It has also been suggested that there is a relationship between the cerebral 
hemisphere and linguistic ability. Kagan (1971) suggested that females may be stronger 
in languages than males due to the earlier maturation of the left hemisphere of the brain.
It is the left hemisphere of the brain that is believed to be responsible for language 
functions. Ironically, the lateralization of the brain is now widely believed to be an 
inhibitor to L2 acquisition. Adult language learners are thought to be at a disadvantage, 
especially in regard to proper pronunciation and native accent development, once their 
brains lateralize near the age of puberty (Scovel, 2000).
Other studies, however, contradict the findings of Kagan (1971) who suggested 
that the left hemisphere in the brains of females matures earlier than that of boys.
Krashen and Harshman (1972) found greater right-ear superiorities among men than 
women. Right-ear activity is indicative of left-hemisphere action, therefore, an individual
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with greater right-ear superiority would have a more mature left-hemisphere of the 
brain. Macaulay (1977) attempted to explain such contradictory findings in his criticism 
of the instruments often used in determining linguistic proficiency. The researcher stated 
that measures of linguistic proficiency are extremely crude instruments and that in light 
of this fact, it is not surprising that contradictory findings emerge.
More recently, researchers such as Gipps and Murphy (1994) have argued that 
girls’ linguistic superiority has only a minimal impact on their performance and that, in 
fact, the variation in performance is greater between women than between men and 
women. These researchers rejected the scientific argument that male and female 
differences in language skills are based on genetic, hormonal or brain structure 
differences between the two sexes. They argued that the more likely causes of 
performance differences in language tests are based on environmental and socio- 
psychological factors, such as motivation (Gipps & Murphy, 1994). This claim was 
further supported in a study by Sunderland (1998) who concluded that if girls do, in fact, 
perform better in languages, this may not be due to an innate verbal superiority, but rather 
to differences in motivation and the way girls behave in class.
A study by Walker and Perry (1978), involving the Canadian Armed Forces, 
attempted to further dispel the myth of female language learning superiority. Like all 
federal government employees, members of the armed forces are subject to the Official 
Languages Act. That is to say, provisions are made to allow them to live and work in 
their native language, English or French. However, due to the mobility required by a 
military lifestyle, the government also provides L2 training to both Anglophones and 
Francophones. The training usually continues until the necessary standards have been
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met. Students graduate when they are ready, and therefore, the length of language 
study varies depending upon the student. Obviously, the longer it takes a student to learn 
the language, the more time and money the government has to invest in language 
training. As a result, the topic of language superiority amongst the sexes is of particular 
interest to the Canadian Armed Forces. Responsible for the language training of both 
male and female members, the Canadian Armed Forces need to investigate all possible 
factors that may influence how long it takes a student to acquire the necessary language 
skills required for his or her position in the military.
In order to determine if the sex of the student does in fact play a role in the speed 
at which he/she learns a L2, the researchers selected a group of participants located in the 
Canadian Forces Base Saint-Jean. This site was chosen due to the availability of a large 
number of students from the Ecole des Langages des Forces Canadiennes (ELFC) in 
Saint-Jean. The students were Francophones ranging in age from 18 to 22. These students 
on average had completed 10 years of schooling and represented a broad cross-section of 
people from both rural and urban areas. In total, 200 males and 200 females were chosen 
from amongst all those who graduated from language training in 1976 and 1977. The 
students were matched according to their initial results on language proficiency tests that 
were administered by specialists in Language Standards Control. The participants were 
also matched according to their occupations, and the proficiency level they were expected 
to attain for their positions. General education was not controlled, but was felt to be taken 
care of by having participants within the same age bracket. It was also believed that the 
subject size was large enough to compensate for any other unforeseeable variables. The
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total progress made by all students was determined, as was the total time of language 
training necessary.
It was found that there were only very small differences between males and 
females for each skill. In listening comprehension, for example, the females performed 
slightly better than the males, but in reading males performed slightly better than did the 
females. The fact that all differences reported were considered to be statistically 
insignificant casts doubt on any notion of female language learning superiority.
It is interesting to note that male and female L2 students, themselves, do not 
adhere to the notion that one sex is better than the other at learning languages. In a study 
by Powell and Batters (1985) investigating students’ perceptions of foreign language 
learning, the 12-year old student-participants (459 boys, 494 girls) overwhelmingly 
rejected the notion that one sex is better than the other at learning languages. Those few 
students (only 12%) who did perceive differences, in general, believed their own sex to 
be superior.
Clearly, a review of literature pertaining to sex differences in linguistic aptitude 
can in no way draw any conclusions that females are linguistically superior to males. The 
studies that report such female advantages are not only dated, but they are also often 
contradictory and perhaps the result of flawed instruments. This sentiment is reinforced 
in an article by Loulidi (1990), in which the author stated that in spite of considerable 
debate, research on the existence of biological sex differences is scant and inconclusive. 
Researchers need to look beyond linguistic aptitude to other factors, such as motivation, 
in order to explain gender differences in L2 achievement.
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Historical Account of Gender Differences in Achievement
In attempting to account for gender differences in language achievement, a 
historical perspective may provide a more logical explanation than innate differences in 
language aptitude. Gender differences have been noted since the 17th century. A quote 
first published in 1693 by Locke (as cited in Cohen, 1998) aptly portrays this message: 
There can scare be a greater Defect in Gentleman, than not to express well 
in either Writing or Speaking. But yet, I think, I may ask my reader, whether 
who doth not know a great many, who live upon their Estates, and so, with the 
Name, should have the Qualities of Gentlemen, who cannot so much as tell a 
Story as they should; much less speak clearly and persuasively in any Business. 
This, I think to be not so much their Fault, as the Fault of their Education, (p. 22) 
Throughout history, language has traditionally been taught through the use of the 
classics. Until the middle of the 20th century, foreign and second languages, for example, 
were taught via the Grammar Translation Method. This instructional approach focused on 
reading and translating difficult texts. Much emphasis was placed on accuracy and very 
little on oral expression. This mode of instruction motivated a narrower range of learners, 
typically the more academically inclined, and is now believed to have hindered fluency 
and conversation skills. It is interesting to note that during this same period in history, 
more than 200 years ago, the language of women was characterized by its elegance and 
fluency. Ironically, women at this time were not taught classical languages or grammar, 
and thus were spared the rigours of the Grammar Translation Method (Cohen, 1998).
In late 18th century England, whose influence was felt worldwide, proper 
schooling was believed to develop cognitive ability, virtually ignoring the development
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of language skills. The Englishman’s inarticulateness, which previously had been 
compared unfavourably to females, was now an indication of his well-developed 
faculties. On the other hand, the conversation skills of women were thought to be 
indicative of their lack of proper education. For this reason, if girls were more 
linguistically advanced than boys of the same age, this was not a cause for concern, but 
more an indication of boys’ mental superiority. In this time period, verbal reserve was 
valued and thought of as a sign of intelligence. The expressions, “stiff upper lip” and 
“strong silent type” still make reference to this veneration of silence (Cohen, 1998). Not 
only does this help to explain the possible origins of male underachievement in 
languages, but it also may explain why nothing was done to correct this imbalance.
In the 19th century, the concept of “overstrain” further helps to understand gender 
differences in linguistic ability developed over time. During this period in history, it was 
widely believed that the mind’s energy was finite and as a result needed to be managed 
carefully. Any great demands placed on one’s energy supply would undoubtedly come at 
the expense of something else. Following this line of thought, the concern was not over 
how to improve boys’ academic performance in comparison with girls’, but rather what 
to do with these young females whose studious ways would sooner or later compromise 
their well-being. The view that boys’ lackadaisical attitudes towards schooling were 
necessary to prevent mental exhaustion later in life, compared with the view that girls’ 
superiority with language was a sign of a problem, ensured once again that no action was 
taken to correct gender discrepancies in abilities.
It was, during this same time period, the goal of the elite schools in England, such 
as Eton College, to produce well-rounded, masculine men, not effeminate “bookworms”
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(Vance, 1975). The public schools across England and in North America, in an attempt 
to emulate the ideals of the elite schools, also adopted the notion that manliness was of 
greater importance than achievement. In this atmosphere it is not surprising that males 
who chose to seek academic achievement and success were perceived as effeminate. In 
this climate, gender differences in language acquisition and in other subject areas were 
not seen as a problem. They were expected. It was not until more recently, with greater 
emphasis being placed on test scores and competition in a global economy, that gender 
differences in achievement were viewed as problematic. However, it appears that old 
habits die hard. More recent research (Burgess, Park, & Robinson, 2004; Cameron,
2004; Epstein, 1998; Flood, 1997; Hofkins, 1995; Frank, Kehler, Lovell, & Davison, 
2003) continues to suggest that the appearance of working diligently at school work may 
be perceived as feminine, and that boys who pursue academic excellence, may as a result, 
be viewed as effeminate and therefore gay. Extending beyond studious work habits, it has 
been further argued that male students involved in specific subjects have also fallen under 
suspicion of homosexuality. Martino (1995) reported that homosexuality has been 
associated with specific types of school involvement. While offensive, the following 
quote serves to very bluntly exemplify this point:
English is more suitable to girls because it’s not the way guys think.. .this subject 
is the biggest load of bullshit I have ever done. Therefore, I don’t particularly like 
this subject. I hope you aren’t offended by this, but most guys who like English 
are faggots. (Martino, 1995, p.354)
While some traditional ideas persist, fortunately, many of the beliefs that existed 
100 years ago have in fact changed. Educational achievement and first language
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proficiency are now valued for both males and females, and considered vital for 
success in the job market. In spite of these changes, however, boys continue to 
underachieve in a number of subject areas (Hoff-Sommers, 2000) including second 
languages, and are growing more and more disinterested in pursuing L2 studies 
(Commissioner of Official Languages, 1998; Netten et al., 1999). Although a historical 
account of differences in schooling for boys and girls helps to explain the development 
over time of gender differences in first language ability, it does not appear to adequately 
explain gender differences in L2 motivation.
Motivation in L2 Teaching and Learning
Motivation in L2 research is often thought of as a combination of effort and desire 
to attain a goal (Siegel, 2003). How this simple definition is interpreted is in large part 
dependent on the various theories of human behaviour. Three basic theories exist that 
attempt to account for how motivation influences human behaviour. These theories 
provide the basis for not only how motivation is thought to influence how human beings 
learn, but also for how they are taught.
Behaviourists like Skinner (1968) stress the importance of rewards and 
punishments in motivating behaviour. Following Skinner’s Operant Conditioning Model, 
humans will pursue a goal in anticipation of a reward or to perhaps avoid a punishment. 
There is no question that many of our everyday actions are motivated by anticipated 
rewards. Babies cry in order to get attention. Adults go on a diet so that they might lose 
weight. The examples are endless. This behaviourist model is equally pervasive in the 
classroom. Students pursue goals in order to get good grades, a sticker, teacher praise, a 
job, etc.
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In the L2 classroom the behaviourist approach focuses on observable aspects of 
language. Students produce language after receiving some stimuli. If the response is 
correct, it is then reinforced by means of a reward, perhaps teacher praise or a good 
grade. Reinforcing correct responses, made them habitual. This is also true with 
comprehension. A student learns to comprehend language production, be it written or 
oral, by responding to it correctly and then being rewarded for that correct response.
This behaviourist approach to learning was the most influential model in the 
1940s and 1950s and as a result its influences could be seen in the dominant teaching 
methodology of that time. After the outbreak of World War II, the United States, whose 
soldiers and intelligence operatives had difficulty communicating with both their enemies 
and allies overseas, realized the importance of being orally proficient in foreign 
languages. The U.S military provided the driving force behind special intensive language 
courses that focused on the development of oral skills. The success of what came to be 
known as the “Army Method” inspired educators to also adopt a similar approach to 
teaching second languages. This adapted approach came to be known as the Audiolingual 
Method (ALM). The premise behind ALM was that children learn a language by 
repeating what they have previously heard. Research has shown that repetition of words 
is an important strategy in early language development, especially in the development of 
correct pronunciation. From such research emerged language laboratories and other 
forms of rote learning associated with L2 learning. The AML and its dependence on habit 
formation through mimicry and repetitive drill fell nicely in line with behaviourist 
thinking. The approach, however, with its emphasis on accuracy, repetition and drill, was 
not found to be meaningful to students. The failure of the AML to motivate learners and
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to teach long-term communicative proficiency was largely responsible for its wane in 
popularity in the 1960s (Rivers, 1964).
In the 1960s, behaviourism was replaced by a cognitive approach to learning. 
While rewards remained a part of the cognitive perspective, cognitive theorists focused 
more on the power of self-reward. Ausubel (1968), for example, felt that motivation came 
from the fulfillment of basic innate drives. These drives, which included exploration, 
manipulation, activity, stimulation, knowledge, and ego enhancement, were not so much 
reinforcers as they were innate dispositions compelling us to act. Similar to the thinking 
of Ausubel, Maslow (1970) felt that humans were motivated by inner needs. These needs 
ranged from more primal needs, such as food and shelter, to more psychological needs, 
such as self-esteem and self-actualization. Other cognitive theorists focused on the 
importance of making one’s own decisions as a motivating factor. Motivation is highest 
when one can make one’s own decisions. This concept will be discussed in more detail 
during a later discussion on self-determination.
Pertaining to the L2 classroom, cognitive theorists argued that behaviourism did 
not account for the creativity of a child’s language. In addition, the mimicry involved 
with the behaviourist approach led only to surface imitation and not deep, meaningful 
understanding. Researchers like Chomsky (1959) believed that we are all born with a 
genetic ability to learn a language. This innate ability is part of the language acquisition 
device (LAD) that is present in all humans. Cognitive theorists observed that when a 
child is first learning the native language, emphasis is placed on meaning and not form. 
Ausubel (1968) felt that information is best learned when meaningful and connected to 
previously learned material. Information that is learned through rote learning is easier to
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forget than more meaningful information. In light of this research, language teachers 
began to place less emphasis on repetition and other forms of rote learning. Information 
became more meaningful to students. Teachers attempted to build upon students’ 
previous knowledge, and focus more on meaning, especially in the younger grades, and 
less on surface structures. Following this model, students were no longer forced to 
imitate language spoken by the teacher, and greater emphasis was placed on attaching 
meaning to language.
A major drawback of this model, however, was that it also placed importance on 
rules and grammar, both equally disliked by many L2 students. In fact, in many ways this 
attention to rules and grammar was reminiscent of the Grammar-Translation Method of 
the late 19th and early 20th centuries. Similar to the fate of the Grammar Translation 
Method, this cognitive approach to teaching foreign languages also failed to teach 
communicative proficiency and to inspire its students.
Since the 1980s constructivism has been the dominant school of thought 
governing teaching and learning. Characterized by the use of relevant teaching materials, 
authentic tasks, and social interaction, the constructive approach seemed the most 
concerned with motivating students to learn. Constructivists argued that children learn in 
large part through interaction with others. Vygotsky’s Zone of Proximal Development 
(1962) proposed that individuals are able to progress to the next level of understanding 
through social interaction. According to this theory, students already have some 
understanding and the teacher simply provides the necessary scaffolding to move them to 
the next level. Constructivists also emphasize the importance of affective factors, such as 
anxiety, which may enhance or impede learning. In response, teachers should attempt to
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create non-threatening environments to optimize student learning. They also need to 
provide students with opportunities to interact with each other in meaningful situations.
The constructivist approach is also the dominant teaching and learning model now 
used in the L2 classroom. The Communicative Approach to L2 learning, with its 
emphasis on real world simulation and meaningful tasks has espoused many of the 
trademarks of constructivist theory. Motivating students to learn the language, an aspect 
often lacking in previous approaches, is another important facet of the Communicative 
Approach. Students of former schools of thought were often unmotivated because even 
though they may have mastered the grammatical or phonetical elements of the language, 
they were not actually capable of carrying on a conversation in the target language. The 
Communicative Approach to learning a language focuses on developing linguistic 
fluency, not just accuracy of grammar or pronunciation.
To summarize, throughout the past century an awareness of the need to motivate 
students to learn has become increasingly evident. This awareness is very much present 
in the L2 classroom. Behaviourist approaches such as the Audiolingual Method whose 
repetition and drill tactics failed to inspire language students have in large part been cast 
aside and replaced by more motivating approaches to learn a language. Researchers and 
educators alike have come to the realization that in spite of teacher efforts, a student must 
want to learn the language in order to be successful.
Theories of Motivation
Having some understanding of the role that motivation has played in L2 teaching, 
it is now appropriate to discuss the various theories of motivation and how they have 
influenced the L2 classroom. Key theories of motivation pertaining to L2 learning are
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presented in a sequential order. First to be discussed is Gardner’s concept of 
motivational orientation, including several related theories. Next, the parameters of 
motivational theory are extended to include several factors that have direct implications 
for the L2 classroom, such as intrinsic/extrinsic motivation, self-efficacy, self- 
determination, goal setting, encouragement, and tolerance of ambiguity and other 
learning styles.
Motivational Orientation
Much of the research on L2 motivation has been built on the work of Gardner 
(1968, 1975, 1985, 1988a, 1988b, 1990, 1996, 2001). Gardner hypothesized that an 
individual learning a L2 must adopt certain behaviour patterns characteristic of another 
cultural group, so attitudes toward that group partly determine success in learning the L2 
(Gardner, 1985). In 1959, Gardner and Lambert introduced a measuring instrument, the 
orientation index (Gardner, 1985), which categorized students’ reasons for studying 
French. Students were classified as either integratively or instrumentally orientated. They 
were considered integratively orientated if their reasons for learning French were 
primarily for meeting and conversing with speakers of the target language, or for a better 
understanding of the target language culture. On the other hand, students were considered 
instrumentally orientated if they emphasized that they were learning French for practical 
reasons, such as in order to obtain a job.
As used by Gardner, orientation was a concept distinct from motivation. In the 
context of L2 learning, motivation was seen as the extent to which the individual works 
or strives to learn the language because of a desire to do so. Orientation, on the other 
hand, referred just to the goal. Oxford and Shearin (1994) distinguished between
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orientation and motivation with the analogy of registering to take a language course 
with the goal of learning a L2 (orientation), and then actually working hard to learn the 
L2 when in the course (motivation).
In a study by Gardner, Smythe, Clement, and Gliksman (1976), the researchers 
found integrative orientation to be especially important in the acquisition of L2 skills for 
the development of communicative skills. The researchers found measures of integrative 
orientation tended to correlate more highly with speech measures than grades. They also 
found that those students who dropped out of L2 programs were not simply less able 
students. The primary reason for staying in the program appeared to be an integrative 
orientation. These findings were later supported by the work of Clement, Gardner and 
Smythe (1980), who suggested that individuals who possess an integrative orientation are 
more likely to speak with target language users, which in turn would improve their self- 
confidence with the target language.
The importance attached to integrative and instrumental orientation has, however, 
met with some criticism. A number of studies have found that significant correlations 
between type of orientation and language proficiency disappeared when other influences 
such as age were statistically controlled (Au, 1988; Crookes & Schmidt, 1991). 
Furthermore, it could be proposed that achievement might actually be the cause instead of 
the effect of attitude. Successful L2 learners might acquire positive attitudes toward both 
language learning and the target language community as a result of doing well, whereas 
unsuccessful L2 learners might acquire negative attitudes.
Further concerns were also raised pertaining to how Gardner defined integrative 
and instrumental orientations. Graham (1984), for example, suggested that integrative
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and instmmental orientations are only two out of a number of possible orientations. 
Graham claimed that integrativeness was too broadly defined and that some integrative 
orientations may be simply a moderate desire to find out more about speakers of the 
target language, while deeper, assimilative orientations may describe a more profound 
need to identify almost exclusively with the target language culture. Graham also 
contended that instrumental orientation might describe an academic orientation or a 
career orientation.
More recently, Domyei and Csizer (2002) have also taken issue with Gardner’s 
definition of integrative orientation. According to Gardner (1985) an integratively 
oriented individual was one who wished to better get to know or communicate with 
members of the target language community. Following this line of thought, Domyei
(1994) suggested that an integrative orientation might be of little use to foreign language 
students who have little opportunity to communicate with speakers of the target language, 
such as someone in Canada learning Russian. However, a powerful integrative 
orientation has been detected in foreign language learners, such as Chinese learners of 
English in China who had little to no contact with any English-speaking people (Ddmyei, 
2003). Domyei and Csizer (2002) have contended that an integrative orientation may not 
relate to an actual desire on the part of the learner to integrate with the target language 
community as described by Gardner (1968, 1985,2001), but rather to an identification 
with attributes associated with that community.
This line of thinking runs in accordance with the research of Markus and Nurius 
(1986) dealing with possible and ideal selves. The ideal self represents what an individual 
would like to become, or the attributes the individual wishes to have. The Chinese
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students of English, referred to earlier by Domyei (2003), for example, may not be 
motivated to learn the English language because they wish to move to an English- 
speaking country, but instead because they wish to identify with the characteristics often 
associated with English-speaking people.
Perhaps realizing that there is more to L2 motivation than integrative and 
instrumental orientations, Gardner revised his theory on motivation to what is now called 
the Socioeducational Model. This model continues to stress the link between orientation 
and L2 proficiency. However, the link is now mediated by motivation. In other words, the 
fact that a language learner is integratively or instrumentally orientated is not sufficient. 
According to Gardner’s revised theory, in addition to possessing an integrative or an 
instrumental orientation, the learner must also be motivated (Gardner, 1985). Motivation 
in this context refers to the combination of effort and desire to achieve the goal of 
learning the language plus favourable attitudes toward learning the language.
Tremblay and Gardner (1995) further revised the Socioeducational Model, 
placing even less stress on the role of L2 orientation. The researchers asserted that 
attitudes toward the target language and its speakers influence valence, the value attached 
to learning the language, as well as goal setting, and self-efficacy, all of which are 
believed to influence motivation. In other words, a number of other variables are believed 
to mediate the relationship between attitudes and motivation.
In his most recent version of the Socioeducational Model, Gardner (2001) 
continued to downplay the significance of an integrative orientation. An integrative 
orientation and attitudes toward the learning situation are now considered correlated 
variables that influence motivation, and that motivation in turn, along with language
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aptitude, have an influence on achievement. Furthermore, Gardner stated that an 
integrative orientation is a complex of attitudes that involves a favourable attitude toward 
the target language community, as well as an openness to other groups in general 
(absence of ethnocentricism). In this latest model, Gardner (2001) emphasized the role of 
motivation, not integrative orientation. The researcher stated that integrativeness and 
attitudes toward the learning situation are supports for motivation, but it is motivation 
that is responsible for achievement. The researcher also acknowledged that the model is 
not comprehensive and does not account for many other variables that influence a 
learner’s L2 motivation. “The model is silent with respect to other attributes of the 
motivated individual” (Gardner, 2001, p. 6).
In response to some of the previously mentioned concerns pertaining to Gardner’s 
work, Masgoret & Gardner (2003) completed a meta-analysis of studies conducted by 
Gardner and associates that used the Attitude/Motivation Test Battery and three 
achievement measures including self-ratings, objective tests, and grades. In total, the 
meta-analysis examined 75 different samples involving over 10,000 participants.
The researchers reported the results of the meta-analysis to be conclusive. In 
regard to the question of consistency in the relationships between measures of L2 
learning achievement and the three components of the integrative motive (motivation, 
integrativeness, and attitudes toward the learning situation), the evidence was reported to 
support the notion that the correlations were consistently positive. It should be pointed 
out, however, that in some of the earlier studies by Gardner and associates, such as the 
previously mentioned study by Gardner et al. (1976), there was no mention of the 
integrative motive. In these earlier studies (Gardner et al., 1976; Clement et al., 1980)
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significant correlations were reported between an integrative orientation and 
achievement. An integrative orientation is now thought to be only a small component of 
the integrative motive (Gardner, 2001). It was noted in this meta-analysis that the 
relationship between achievement and the respective orientations were far less 
convincing. The correlation between achievement and instrumental orientation, for 
example, was reported to be only .08 (Masgoret & Gardner, 2003). The results of the 
meta-analysis, therefore, continue to cast doubt on some of the earlier studies by Gardner 
and associates that stressed the importance of motivational orientations.
Speech Accommodation Theory (Crookes & Schmidt, 1991), like Gardner’s 
Socioeducational Model, has a social-psychological approach to the relationship between 
motivation and L2 learning. This theory also stresses the importance of motivation in 
terms of identification with the target language community. In contrast to the work of 
Gardner, Speech Accommodation Theory is not limited to learning in a school context, 
but is restricted to explaining the linguistic behaviour of subordinate groups. Speech 
Accommodation Theory emphasizes the importance of language learners maintaining 
their native language skills, as they are thought to be an important aspect of one’s self- 
concept.
Schumann’s Acculturation Model also emphasizes the importance of an 
integrative orientation, predicting that learners will acquire the L2 only to the degree that 
they can acculturate or identify with the L2 community (Schumann, 1976). According to 
this model, students who experience great social distance (little similarity between the 
two cultures) and who have weak instrumental motivation to learn the target language 
will develop pidginized language skills. However, in face of many criticisms,
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Schumann’s theory has also been revised. Abandoning the notion that acculturation is 
the major variable in L2 learning, Schumann now states that acculturation, in conjunction 
with motivation, is important in that it brings the learner into contact with the target 
community resulting in increased language input (Crookes & Schmidt, 1991).
Krashen’s Input Hypothesis of L2 acquisition also includes learner attitudes 
toward the target community. However, unlike Schumann, Krashen does not see the 
primary importance of an integrative orientation in L2 learning as providing opportunities 
for comprehensible input. Instead, attitudes toward the target language community are 
thought to be a component of the “affective filter” in that they facilitate in some way the 
input of information. The affective filter is a part of the internal processing system that 
screens incoming language based on the individual’s needs, attitudes, and emotional 
states (Krashen, 1981).
Krashen’s work has also met with criticism. The concept of the filter, from a 
theoretical standpoint is impossible to prove or disprove. Furthermore, Krashen has 
provided no explanation of why the filter is hypothesized to operate in adults but not 
children (Crookes & Schmidt, 1991). From a common sense point of view, Krashen’s 
model does not compare favourably with other similar theories. For example, Gardner’s 
model of the active, integratively oriented learner seeking out language input 
opportunities seems more plausible than Krashen’s model, in which the integratively 
oriented learner inexplicably finds it easier to take in linguistic material.
The above-mentioned researchers (Gardner, 1985; Krashen, 1981; Schumann, 
1976) have collectively been criticized for their failure to devise a more comprehensive 
theory of L2 motivation that incorporates both individual and social variables. Peirce
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(1995), for example, felt that while Krashen’s Affective Filter Hypothesis pertained to 
only individual variables, such as self-confidence, motivation and anxiety, and ignored 
important social variables, Schumann’s theory focused solely on social variables in 
language learning. Peirce also argued that Gardner’s work on integrative orientation 
failed to acknowledge that inequitable relations of power limit a learner’s opportunities to 
speak the target language. For example, in a study involving immigrant women learning 
English in Canada, Peirce (1995) found that despite being highly motivated, there were 
particular social situations in which the women were too uncomfortable to speak in 
English. These conditions usually involved dealing with someone in a higher position of 
authority, such as a boss (Peirce, 1995). In the study, the author preferred the term 
investment over motivation to help describe the women’s, at times, fluctuating desire to 
speak the language. The women were investing in learning a L2 in hope of someday 
having access to material and cultural benefits that are associated with the language. The 
author was quick to point out that this is not the same as Gardner’s instrumental 
orientation. Peirce (1995) felt that instrumental orientation is perceived as a fixed trait 
that did not allow for the fluctuating desires witnessed in her immigrant participants. 
Peirce also disagreed with how Krashen and Gardner portrayed individuals 
unidimensionally. Second language learners were often categorized as integratively or 
instrumentally oriented, introverted or extroverted, and inhibited or uninhibited (Peirce, 
1995), without taking into account that individuals are multidimensional and capable of 
change. Second language learners may, at times, be motivated, extroverted, and 
confident, and at other times unmotivated, introverted, and anxious, often dependent on 
the social environment (Peirce, 1995).
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Peirce’s claims were echoed in the work of Tollefson (1991), who stated that 
social-psychological models, like Gardner’s, fail to recognize that learners are not always 
free to choose when and why they interact with speakers of the target language. Tollefson 
felt that social-psychological models ignored the power of societal factors that often 
dictate the language learner’s decision. Siegel (2003) criticized Gardner’s model for 
failing to take into account the power of societal factors. Siegel felt that Gardner’s model 
did not take into consideration the status of the target language at the time of study, nor 
did it recognize the fluctuating nature of L2 motivation.
Classroom-related Theories
An examination of these various accounts suggests that factors influencing L2 
motivation exist at two levels. There are societal factors, such as those discussed by 
Peirce and Gardner that exist at a macro-level, and there are also classroom-related 
factors, often referred to by Krashen. However, it also becomes clear that one level of 
factors cannot be completely separated from the other. Cummins (1996,2001) for 
example, has argued that macro-level, societal factors can filter into factors at the micro­
level (classrooms). According to Cummins, schools reflect the values and attitudes of the 
broader society that supports them. The plight of First Nations students in residential 
schools in Canada was detailed by the researcher to demonstrate this point. Cummins 
argued that the interactions between the educators and the students were mere reflections 
of the interactions between the dominant and subordinate cultures in society. These ideas 
proposed by Cummins are also applicable to the FSL classroom. If, for example, French 
was perceived in Canadian society as a female domain, this perception may help to 
explain why there are few male French teachers and why a large percentage of boys in
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
34
Canada drop French class. This societal perception may also influence educator 
assumptions and expectations in the classroom. Influenced by society’s perception that 
French is not for boys, French teachers in Canada may have lower expectations for their 
male students than their female students, and may encourage them less to pursue French 
studies.
While recognizing that micro and macro-level factors influencing L2 motivation 
cannot be divorced one from the other, it must also be acknowledged that for the past 
decade researchers (Crookes & Schmidt, 1991; Dornyei, 1994,2001, 2003; Oxford & 
Shearin, 1994) have been calling for a more classroom-friendly approach to L2 
motivation research, an approach that allows for greater input from the classroom teacher.
Although Gardner’s motivational model remains a prominent theory that has 
received many positive reviews and that has added a great deal to our understanding of 
how and why students learn, evidence suggests that this theory might not cover all 
possible kinds of L2 motivation. Oxford (1996) used the study of Egyptian hieroglyphics, 
a dead language that offers no opportunities for integration and few if any instrumental 
advantages, to further the point that there must be more to motivation than integrative and 
instrumental orientation. In an article by Crookes and Schmidt (1991), the authors stated 
that the main problem with Gardner’s social-psychological approach was that it was so 
influential that alternative concepts have not been examined thoroughly. While 
acknowledging the importance of Gardner’s model, researchers have been calling for a 
more pragmatic, education-centred approach to motivation research, which would be 
consistent with the perceptions of practicing teachers. Johnstone (1995) argued that
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Gardner’s model, incorporating instrumental and integrative orientations, is grounded 
in the social milieu rather than the foreign language classroom.
Recent studies involving the L2 student’s willingness to communicate (WTC) 
represent an attempt to design a more comprehensive and classroom-friendly approach to 
L2 motivation research. As defined by MacIntyre et al. (1998), WTC refers to an 
individual’s readiness to enter into discourse at a particular time with a specific person. 
The researchers pointed out that a learner’s WTC is not the same as his/her 
communicative competence. There are L2 learners that are very competent with the 
language, yet reluctant to speak. On the other hand, there are many less proficient 
learners of the language that are very eager to communicate in the L2. MacIntyre, Baker, 
Clement, and Donovan (2002) stated that individuals demonstrate consistencies in their 
willingness to engage in communication in the L2 when given the choice. This area of 
inquiry was thought by Domyei (2001) to be significant in the sense that generating a 
willingness to communicate is one of the most central goals in L2 teaching.
As previously stated WTC represents a broader approach to L2 motivation 
research in that the construct is composed of a variety of linguistic and psychological 
variables, including self-confidence, the desire to affiliate with a person, interpersonal 
motivation, intergroup attitudes, motivation and climate, communicative competence, and 
a number of other personality traits. Thus, the model attempts to incorporate a number of 
well established classroom and societal influences in L2 motivation (Dornyei, 2001).
Another recent trend that focuses on the temporal nature of learner motivation in 
the language classroom also represents a broader and more classroom-friendly approach 
to L2 motivation research. This line of research also calls to mind the previously
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mentioned concerns raised by Peirce (1995) a decade earlier. Peirce felt that Gardner 
(1985) portrayed learners unidimensionally and incapable of change. She also questioned 
the fixed nature of motivational components of the Socioeducational Model. The shift in 
L2 motivation research during the past 10 years away from societal influences and 
toward the classroom has drawn attention to the fluctuating nature of motivation 
described earlier by Peirce (1995). Student motivation in the L2 classroom may not only 
change from one year to the next, but even from one activity to the next.
The temporal dimension of motivation was thought by Domyei (2001,2003) to be 
of particular importance in an area such as language learning that can take place over a 
number of years. In response, Dornyei (2001,2003) developed a process-oriented model 
of L2 motivation which organizes the various motivational influences along a sequence 
of events in initiating, enacting, and sustaining motivation.
The first phase of the process is referred to as the pre-actional stage or choice 
motivation. This initial stage involves generating motivation which results in the setting 
of a goal. The second stage, known as the actional or executive stage involves the 
maintenance of the motivation generated in the pre-actional stage. According to Domyei 
(2001, 2003) this stage is particularly relevant in the L2 classroom where students are 
exposed to many distracting factors. The third and final stage, the post-actional, is 
concerned with the period following the completion of the activity, and involves the 
learner’s evaluation of how things went.
A key component of this model is the notion that influences on an individual’s 
motivation vary depending on the stage of L2 learning. At the pre-actional stage, for 
example, expectancy for success, attitudes toward the L2 community, and goal setting are
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thought to be influential, while at the actional stage parental, teacher, and peer 
influences, and a sense of autonomy are thought to be very influential.
In situations where learning takes place in groups, which is generally the case in 
L2 classrooms, the motivational influence of the whole group is also thought by Cohen 
and Domyei (2002) to be considerable during the actional stage. A student whose initial 
enthusiasm to study a language is greatly diminished after being ridiculed by fellow 
classmates is testament to the power of group influence.
The influence of the group, often referred to as group dynamics, is thought to be 
of particular relevance in L2 classrooms where an emphasis is often placed on 
communicative teaching practices and interaction among students. The educational 
implications of group dynamics in the L2 classroom were recently addressed in a book by 
Domyei and Murphey (2003). The researchers’ basic assumption is that a strong, 
cohesive group in the L2 classroom can have a significant impact on both effectiveness of 
learning, and more pertinent to this study, levels of L2 motivation. The example is 
provided of a student whose commitment to the language class is waning, but who 
persists due to the motivation provided from his/her peers. A number of practical 
suggestions for the practicing L2 teacher are also provided to help develop positive 
relations among members of the classroom.
Another important aspect of the actional or executive stage is related to the 
perceived quality or appraisal of the learning experience. Cohen and DOrnyei (2002) refer 
to the work of Schumann (1998) to explain how individuals appraise learning situations. 
Schumann (1998), drawing on research in neurobiology, argued that humans appraise 
stimuli they receive from the environment along five dimensions: novelty (degree of
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
38
familiarity); pleasantness (attractiveness); goal or need significance (whether the 
stimulus is instrumental in satisfying needs); coping potential (whether the individual 
expects to be able to cope with the event); and self and social image (whether the event is 
compatible with social norms and the individual’s self-concept). These appraisals then 
constitute the overall evaluation of the quality of a particular experience.
Finally, at the post-actional stage, attributional factors and feedback are thought to 
be significant motivational influences. According to Cohen and Domyei (2002), 
feedback, praise, and grades are the most significant determinants of self-evaluation.
Various need theories have also contributed to enlarge the concept of L2 
motivation to include the classroom. The best known need theory, Maslow’s Hierarchy of 
Needs, states that individuals instigate, direct, and sustain activity to satisfy certain needs 
that are hierarchal in nature, beginning with biological needs and progressing towards 
psychological ones, such as self-actualization (Maslow, 1970). In Maslow’s terms, it is 
understandable that L2 learners might have different motivations associated with their 
varying needs. For example, a student who is hungry or tired has little motivation to see 
past the basic need for food or sleep. Perhaps more pertinent to the L2 classroom, a 
student who is highly anxious and fearful of being ridiculed by the teacher or peers will 
not devote full energy to the higher needs of academic achievement. Another need theory 
of motivation is based on the need for achievement and the related fear of failure. 
According to this theory, past success in a particular situation would make a person more 
likely to engage in achievement behaviours in a similar situation in the future. On the 
other hand, past failure would generate fear and stifle achievement behaviours (Oxford & 
Shearin, 1994).
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According to equity theories of motivation, learners balance their personal 
input in an activity, such as intellectual ability and experience, against perceived 
outcomes, which may include grades, money, or anything else of personal value to the 
individual (Oxford & Shearin, 1994). If the learner perceives a discrepancy, that is to say, 
if the input outweighs the outcomes, motivation decreases. Equity theories are related to 
L2 learning motivation because the learner must believe that the probable results are 
worth the effort expended.
Similar to equity theories, expectancy or valence theories of motivation focus on 
the expectation of receiving a valued reward (Oxford & Shearin, 1994). If the expected 
rewards are not worth the expenditure of energy, motivation is likely to be very low. 
According to expectancy theories, individuals ask themselves three questions: 1) Does 
the outcome, such as a good grade, have value? 2) Will the outcome yield other positive 
results, such as a good job? 3) Are my actions likely to lead to success?
Due to the fact that the majority of L2 motivation research has focused on L2 
learners’ social attitudes, few studies have examined the effects of classroom factors on 
L2 motivation. One such study, by Naiman et al. (1978), found that learners’ attitudes 
toward the language learning situation were more important for motivational purposes 
than their social attitudes or their orientation.
An essential aspect of the classroom, of course, is the teacher. According to a 
study by McCombs and Pope (1994), almost everything a teacher does in a class has a 
motivational influence on the students, including how material is presented, the type of 
activities used, and the opportunities provided to the learners to work in groups or alone.
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Following in the footsteps of Naiman et al., (1978) and McCombs and Pope 
(1994), research on L2 motivation in the 21st century has continued to stress the 
importance of the micro or classroom level, only with a more narrow focus. Instead of 
looking at various course-specific factors influencing L2 motivation, such as the 
influence of the teacher, several researchers now appear to be directing their attention to 
task-specific factors (Domyei, 2003).
The growing interest in task-specific motivation appears to be due in part to the 
practical classroom implications of such research. While certain motivational attributes 
are generalized across learning situations and are relatively fixed, thus difficult to change, 
learner motivation varies considerably according to different learning tasks (Dornyei, 
2001). The distinction between generalized (trait) and task-specific (state) motivation was 
addressed by Tremblay, Goldberg, and Gardner (1995). As explained by the researchers, 
trait motivation refers to stable and enduring attitudes, while state motivation is more 
static and transitory.
A study by Julkunen (1992) of Finnish sixth and seventh grade English as a 
foreign language (EFL) students suggested that the overall level of motivation in the L2 
classroom is the result of an interaction between trait (orientation) and state (task- 
specific) motivation. State motivation was determined by the learner’s appraisals of the 
learning task, including its attractiveness, difficulty level, and personal significance.
From a classroom perspective, the benefits of a distinction between trait and state 
motivation are obvious. Teachers would be able to focus their attention on their students’ 
state motivation, which is more modifiable and easier to change. Furthermore, by 
understanding the components of task-specific motivation, curriculum designers and L2
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teachers would be able to select and administer tasks in a motivating manner, and thus 
increase student interest and engagement.
In a more recent study by Julkunen (2001) investigating the influences of student 
task behaviour, the researcher found task-specific behavior to be a combination of trait 
and state motivation. Trait motivation was said to be a combination of numerous factors 
including integrative and instrumental orientations, trait anxiety, intrinsic and extrinsic 
motivation, and attributional styles. State motivation, on the other hand, was thought to 
be influenced by task demands and the emotional state of the learner prior to the task 
(anxiety, sadness, satisfaction).
A similar finding was reported by Domyei and Kormos (2000) in their 
investigation of student engagement in communicative L2 tasks. The researchers reported 
that student-participants’ task behaviour was influenced by both general and task-specific 
motivation. Task-specific motivation was further broken down to include learner 
appraisal of the specific course and learner attitudes toward the specific task. Among the 
student-participants in the study who had low task-attitudes, those who had more positive 
views of the course, in general, were more actively involved in the activities than those 
who had more negative attitudes to both the tasks and the course.
Keller (1983) proposed a broader, more education-oriented theory of L2 
motivation that recognizes the importance of task motivation. This theory identified four 
major components of motivation: (1) interest, (2) relevance, (3) expectancy, and (4) 
outcomes. Interest means that the learner’s curiosity is aroused and sustained throughout 
the task. Relevancy requires that the learner perceive that important personal needs are 
being met by the task. The term relevance also encompasses the ways in which people
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need to learn. Keller observed that human beings have needs for achievement, for 
affiliation, and for power. We tend to enjoy activities in which we are successful. We like 
to associate with other people, and we like to have some control over the situations in 
which we find ourselves. The third component, expectancy, involves the concept of locus 
of control, expectation for success, and attributions regarding success or failure. Learners 
who think they are likely to succeed at the task are more highly motivated than those who 
expect failure. Furthermore, learners who think they control their own learning are more 
motivated than those who attribute success to external forces such as luck. The last aspect 
of Keller’s motivational theory, outcomes, refers to motivating factors such as rewards 
and punishments, which are discussed in greater depth below.
According to Domyei (2003), this recent acknowledgement of the importance of 
tasks in shaping student interest and enthusiasm coincides with practicing L2 teachers’ 
beliefs. Second and foreign language teachers have been calling for a more classroom- 
friendly approach to L2 motivation, one that recognizes that the quality of the activities 
and the manner in which they are presented make a significant difference in student 
attitudes toward language learning.
Intrinsic/Extrinsic Motivation
Probably the best known elements of motivational theory, aspects of intrinsic and 
extrinsic motivation are commonly seen in the classroom setting. Extrinsically motivated 
behaviours are ones that the individual performs to receive some extrinsic reward, such as 
money, good grades, or to avoid punishment. Intrinsically motivated activities are ones 
for which there is no anticipated reward except the activity itself. Intrinsically motivated
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
43
people engage in activities for their own sake and not because they lead to an extrinsic 
reward (Deci & Ryan, 1985, 2002; Noels, Pelletier, Clement, & Vallerand, 2000).
A study by Harter (1981) involving over 3000 American students in Grades 3 
through 9 revealed a number of benefits of an intrinsic orientation. Using a self-report 
scale on intrinsic versus extrinsic orientation in the classroom, the researcher found that 
children with an intrinsic orientation had a higher perceived competence than those 
children who were more extrinsically motivated. In addition, the intrinsically oriented 
child reported a greater knowledge of what factors controlled the successes and failures 
in his or her life and was apt to report that the source of these factors was internal.
Extrinsic motivation has traditionally been seen as something that can undermine 
intrinsic motivation. Bruner (1966) stated that one of the principal flaws of extrinsic 
motivation is that it can be addictive. Once drawn by the temptation of an immediate 
prize, we can become dependent on those extrinsic rewards, even to the point that their 
removal can eliminate the desire to learn. Several studies cited confirmed that students 
will lose their natural intrinsic interest in an activity, if they have to do it to meet some 
extrinsic requirement. Traditional school assessment techniques, such as tests and exams 
would as a result be frowned upon, as they can be detrimental to intrinsic motivation.
The problem with pitting intrinsic motivation against extrinsic motivation is that 
the two concepts are not believed to be in isolation from each other, and in fact, are 
thought to exist on a continuum. For example, in spite of the above study by Harter 
(1981) indicating that the instrinsically oriented learner has greater internal control of 
achievement, extrinsic motivation does not necessarily imply a lack of internal control. 
As pointed out by a number of researchers (Deci & Ryan, 1985, 2002; Noels et al., 2000;
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Vallerand, 1997) different types of extrinsic motivation can be classified along a 
continuum according to the extent to which they are internalized into the self-concept. 
Three levels of extrinsic motivation have been classified from the highest level of internal 
control to the lowest.
External regulation, considered to have the lowest level of internal control, is 
characterized by those activities that are determined by external sources. If the reason for 
studying the language, such as to obtain a specific job was taken away, there would be no 
incentive to continue in the endeavour.
Introjected regulation refers to a second type of extrinsic motivation which is 
more internalized in the learner’s self-concept. An example would be a student who is 
learning French out of a wish to please his or her parents. Although the source of the 
desire to learn is more internal, it is not self-determined because the learner is reacting to 
external pressure, not personal choice.
Identified regulation is the third type of extrinsic motivation, the one in which the 
learner has the most internal control. The learner is taking part in an activity because of 
reasons that are important to him or her (Deci & Ryan, 1985, 2002). For example, a 
student may strongly believe that learning a language is an essential component of one’s 
education.
The apparent implications of such research are that teachers should not look 
unfavourably upon all forms of extrinsic motivation. Instead, they need to promote types 
of extrinsic motivation that are more internalized by the learner.
Another problem associated with maligning all forms of extrinsic motivation is 
that there are situations when intrinsic motivation and extrinsic motivation may combine
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to motivate learning. For example, a child who is curious and enjoys challenging work 
(intrinsically oriented) may also be motivated by the approval o f his teacher. In this case, 
both types of motivation are valued. Furthermore, Domyei (1994) pointed out that tests 
and exams, elements often associated with an extrinsic orientation, can be powerful 
proximal motivators in long lasting behaviours such as language learning. Tests and 
exams function as proximal sub-goals and markers of progress that provide immediate 
feedback and that help maintain effort. Proximal goal setting also contributes to intrinsic 
motivation through the satisfaction derived from attaining the specific goal. Oxford and 
Shearin (1994) stated that in order for sub-goals to enhance motivation they should be 
specific, hard but attainable, and accompanied by feedback. Attainable sub-goals can also 
serve to develop two key elements in motivational theory: perceived self-efficacy and 
self-determination.
Self-efficacy
Self-efficacy refers to an individual's judgment of his/her capabilities to 
successfully carry out the action required in various tasks (Bandura, 1986). The belief 
that one has the ability to produce results and accomplish goals is an important aspect of 
self-efficacy. Attributions of past accomplishments play an important role in developing 
self-efficacy. People also appraise their self-efficacy from observation (e.g., by observing 
peers), as well as from reinforcement and evaluation by others, especially parents and 
teachers.
Several studies have found there to be a significant relationship between self- 
efficacy and motivation. People who believe they have the ability to achieve their goals 
are more likely to put forth the required effort to reach these goals than those who do not
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believe they are able. In an investigation by Harter (1978) of children’s perceived self- 
efficacy, the researcher examined the gratification that students in Grades 5 and 6 derived 
from solving problems o f varying levels of difficulty. The children showed greater 
pleasure with items that were correctly solved, a result that supported the relationship 
between self-efficacy and motivation.
Another finding of the study by Harter (1978) was that among items that were 
solved correctly, a positive relationship appeared between pleasure and difficulty level. 
The children showed increasing amounts of pleasure as they solved increasingly difficult 
problems. From these findings was derived the concept of optimal challenge. If an 
activity is too easy, students may become bored; if it is too difficult, they may get 
frustrated. Somewhere in the middle is a level o f difficulty at which the activity will be 
found both interesting and challenging. People tend to seek out activities that represent 
optimal challenges, which in turn permit them to experience a sense of self-efficacy.
Supporting the work of Harter (1978), Csikszentmihalyi’s theory (1990) predicts 
that motivation will be at its highest when challenge and skill are perceived to be equal 
and when both are high. When the challenge is high and the skill level is low the result is 
anxiety, and when the challenge is low and the skill level high, the result is boredom. 
When both challenge and skill levels are low the result is apathy.
The notion of challenge being motivating falls in line with the thinking of Piaget, 
Vygotsky, and other influential researchers. Piaget (1972) felt that human beings 
universally view uncertainty and disequilibrium as motivating. People seek out 
reasonable challenges, and we then initiate behaviours intended to overcome the 
challenging situation. Vygotsky’s Zone of Proximal Development (1962) proposes that
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individuals are able to progress to the next level of understanding through social 
interaction. According to this theory, students already have some understanding, but are 
often presented with information slightly beyond their current level. In such 
circumstances, the teacher provides the necessary scaffolding to move them to the next 
level of understanding. According to Krashen’s Input Hypothesis (1981), an important 
condition for language acquisition to occur is that learners understand input language that 
contains structures slightly beyond their current level o f competence. In other words, the 
language that learners are exposed to should be just far enough beyond their current 
competence that they can understand most of it, but are still challenged to make progress.
Self-determination
Self-determination or personal causation refers to the level o f control individuals 
feel they have over a particular event (Deci & Ryan, 1985,2002; Noels et al., 2000). 
People who believe they have little control over their environment are said to have an 
external locus of control. On the other hand, people with an internal locus o f control 
believe they have some control over events in their lives. Rotter (1966) developed a 
motivational theory around the concept o f locus of control. From his studies, Rotter 
concluded that people with an internal locus o f control accepted greater responsibility for 
their actions and were more motivated to complete activities than those with an external 
locus o f control.
In a study by De Charms (1968) the researcher used the terms “Origin” and 
“Pawn” to distinguish between individuals with an internal or external locus of control. 
Origins are individuals who perceive themselves to have some control over their 
behaviour and actions. Origins have strong feelings of personal causation, a feeling that
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their actions have an effect on their environment. This according to De Charms is a 
strong motivating factor. Pawns, on the other hand, believe their behaviour to be 
determined by external factors beyond their control. This feeling of powerlessness and 
ineffectiveness can result in highly unmotivated individuals.
Noels et al. (2000) attempted to link the tenets of self-determination theory to the 
L2 classroom in a study examining why students learn second languages. In this study 
159 participants at a French-English bilingual university were asked to complete a 
questionnaire. The results of the study supported the link between self-determination and 
L2 motivation. The more internalized the reason for learning the L2, the more 
comfortable and persevering the students claimed to be.
Weiner’s Theory of Attribution (1986) deals with the motivational implications of 
perceived self-determination. The central theme in attribution theory is the study of 
perceived causes of past failures and successes. Human beings naturally want to know 
why things happen the way they do. Individuals who attribute failure to a lack of effort, 
which is a factor that they control, possess more positive motivation than do those who 
attribute failure or success to factors that are out o f their control, such as natural ability or 
luck.
Goal Setting
Another theory of motivation that has been attracting attention is Goal Setting 
Theory. According to this theory, goals regulate the amount of effort people expend in 
order to accomplish goals (Tremblay & Gardner, 1995). In other words, individuals who 
set specific and challenging goals will put out more effort to achieve those goals than 
those with less specific or easier goals. According to Goal Setting Theory (Locke &
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Latham, 1990), people who have specific and difficult goals will outperform 
individuals with nonspecific and easy goals. Studies have also demonstrated that 
individuals with specific and challenging goals persist longer at a task than individuals 
with easy and vague goals (Locke & Latham, 1990). Both effort and persistence were 
considered by Gardner (1985) to be essential components of motivation. Oxford and 
Shearin (1994), in their influential paper on the expansion of L2 motivation theory stated 
that, “Goal setting can have an exceptional importance in stimulating second language 
learning motivation, and it is therefore shocking that so little time and energy are spent in 
the second language classroom on goal setting” (p. 19).
Encouragement
The possible influence of encouragement on student motivation to study French is 
obvious. A student who is encouraged to study the language by teachers, parents, and 
friends is more likely to do so than a student who does not receive such encouragement.
A study by McGannon and Medeiros (1995), investigating factors influencing the 
decision of secondary students to continue or discontinue the study o f French beyond the 
compulsory years, emphasized the importance of encouragement. In this study involving 
58 Grade 8 students, those students who were encouraged by their French teacher were 
significantly more likely to continue studying French than those who were not. Results 
also indicated the importance of family and parental encouragement. Students who 
decided to continue studying French reported receiving greater encouragement from their 
families than those who chose not to pursue French studies.
In a study further emphasizing the importance of encouragement, Papalia and 
Zampogna (1974) examined interactive factors influencing L2 attrition. In the study, 46
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secondary school students enrolled in a third-year French course were randomly 
assigned to two groups. The teacher of the experimental group was trained in interactive 
discourse analysis and group processes. This training provided the teacher with a greater 
understanding of group interaction and group dynamics. The control group teacher was 
not provided with this training. At the end of the school year, 63% of the students in the 
experimental group enrolled in a French class for the following year, while only 35% of 
the students in the control group decided to continue studying French. A questionnaire 
completed by all student-participants revealed a significant difference between the two 
teachers. The students in the experimental group rated their teacher significantly higher in 
encouragement to pursue French than did the students from the control group. The 
students in the experimental group felt that this encouragement contributed to their 
decision to continue studying French.
A study by Masgoret, Bemaus and Gardner (2001) revealed an additional and 
unexpected effect o f encouragement on L2 motivation. In this study involving 499 
Spanish children who were participating in an English summer language program, the 
researchers found that children receiving parental encouragement to study English tended 
to be less anxious about using English outside of the classroom. Over the past decade 
researchers have shown that language anxiety can have a negative effect on student 
motivation and the language learning process (Oxford, 1999).
Tolerance of Ambiguity and Other Learning Styles
Tolerance of ambiguity has been associated with successful language learners 
(Chapelle, 1983; Naiman et al., 1978). When learning a L2 a great deal o f apparently 
contradictory information is encountered: words that differ from the native language,
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inconsistent rule applications, and sometimes a whole cultural system that is distant 
from that o f the native culture. Students who can tolerate moderate levels o f ambiguity 
are more likely to be motivated and to persist in language learning than students who 
cannot (Naiman et al., 1978). In addition, tolerance of ambiguity is related to the 
frequency o f use o f many kinds of language learning strategies and risk-taking abilities 
(Ehrman & Oxford, 1990). Those who can tolerate ambiguity are more likely to take risks 
in learning a language; and risk-taking is essential for progress (Naiman et al., 1978). 
Students who avoid risks are influenced by anticipated criticism and as a result miss out 
on additional language practice and progress. Successful language acquisition requires 
flexibility and tolerance when dealing with these ambiguities.
An investigation involving tolerance of ambiguity raises the issue of learning 
styles. Researchers in both educational psychology and the L2 field have observed that 
students approach learning in significantly different manners. The concept of learning 
styles has been used to refer to these differences (Cohen & Domyei, 2002). A student 
whose preferred learning styles are being addressed in the L2 classroom may be more 
motivated to learn the language than a student whose preferences are being ignored. 
Furthermore, particular learning styles may be better suited for the L2 classroom, and 
therefore benefit those students who possess such advantageous ways o f learning. Oxford 
(1993b), for example, felt that auditory and visual learning styles would be beneficial in a 
L2 environment. It could be argued, therefore, that kinesthetic or tactile learners would be 
disadvantaged, and as a result, perhaps less motivated. An analysis o f gender differences 
in learning styles along with their associated advantages and disadvantages is examined 
in detail at a later stage in the literature review.
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Gender Differences in L2 Motivation
The various theories previously discussed allow for a greater understanding of the 
factors that influence L2 motivation. With this knowledge one can better appreciate the 
effect of gender differences in regard to these factors. Scholarly literature pertaining to 
the previously mentioned factors along with a number of other factors is also discussed in 
sequential order. Gender differences pertaining to Gardner’s influential motivation 
orientation model is the first to be examined. The concept of L2 motivation is then, once 
again, opened up to include other factors where gender differences may occur, such as 
perceptions o f the language, self-efficacy and anxiety, self-determination, 
intrinsic/extrinsic motivation, goal setting, tolerance o f ambiguity and other learning 
styles, gender-related interests, influence of male teachers, and encouragement. In the 
concluding section of the literature review, a number of strategies proposed by 
researchers to increase male L2 motivation are discussed.
Motivational Orientation
The attitudes individuals have in regard to a language are an essential component 
o f Gardner’s motivation orientation model. A study by Powell and Littlewood (1983), 
investigating a possible correlation between attitudes to French and gender, found that 
girls scored consistently higher than boys in regard to their attitudes to France and the 
French language. The difference between males and females was so significant that there 
was only a 1% probability o f the results being due to chance. While the girls involved in 
the study were learning the language in order to speak with French people and learn 
about French culture, the boys expressed instrumental reasons for studying French.
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A case study conducted by Esarte-Sarries and Byram (1989), investigating the 
attitudes of English students toward French people, reported similar results. The 
participants involved in the study were enrolled in two schools in England for children 
aged 11 to 14. The participants were all learning French. The researchers found the sex of 
the student to be strongly associated with attitudes toward learning the language. Whether 
in elementary or secondary schools, girls had a more positive attitude than boys toward 
French people.
A study completed by Massey (1994) involving 24 Grade 10 students in two 
Ontario secondary schools investigated students’ reasons for continuing or discontinuing 
the study o f French. Half of the students lived in Ottawa and half lived in Kingston. Each 
of the 2 groups o f students consisted o f 6 males and 6 females. Although the small 
sample size in the study prevents the results from being generalized, some interesting 
differences were revealed between male and female students in regard to motivational 
orientation. Massey (1994) found that males were more reluctant to use French outside of 
the FSL classroom and to converse with francophones in the target language. This 
reluctance was not felt to be an indication of an inability to communicate. Even though 
the male participants from Ottawa felt their knowledge o f French was strong enough to 
study other subjects in French, they still made minimal effort to use the language outside 
of the classroom in comparison with their female counterparts. The male students in this 
study seemed to be more instrumentally than integratively oriented. Two o f the male 
students, both from Ottawa, stated that they hoped their study o f French would lead to 
improved job prospects.
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These findings were supported by the later work of Kang (2000), whose study 
involving 235 Grade 9 Korean (EFL) students also found gender differences in 
motivational orientation. T-test analyses of data provided from a variety of questionnaires 
including the Attitude/Motivation Test Battery (Gardner, Clement, Smythe, & Smythe, 
1979) confirmed that integrative orientation was significantly different between males 
and females. Females were more integratively oriented than males.
A study conducted by Baker and MacIntyre (2000) provided further evidence of 
such gender differences. In the study, 71 immersion students and 124 non-immersion 
students in Grades 10, 11, and 12 were asked to complete a questionnaire in order to 
assess the effects o f the sex o f the student and the immersion program on willingness to 
communicate. It was revealed that the male immersion students showed the highest job- 
related orientation (instrumental orientation). In contrast, it was the female students, both 
immersion and non-immersion, who showed the highest integrative orientation.
A study by Stewart-Strobelt and Chen (2003) that investigated the reasons high 
school students choose to study a foreign language provided the most recent data 
indicating females to be more integratively oriented than males. In this study involving 
156 students, of which 21% were studying French, 70% of the females stated that an 
interest in the language and culture was their primary reason for enrolment in the course, 
compared to only 50% of the males. While these particular findings concur with the 
above-mentioned studies, all indicating girls to be more integratively oriented, the 
findings pertaining to instrumental orientation were rather unique. In contrast with the 
findings o f other similar studies (Baker & MacIntyre, 2000; Massey, 1994), the 
researchers found girls to be slightly more in agreement (53%) than boys (50%) that they
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were studying the foreign language to improve career possibilities, indicating a greater 
instrumental orientation.
As previously stated, an integrative orientation is thought to be advantageous 
when students have the opportunity to speak with members of the target language 
community, which is often the case with Canadian students learning French. Based on the 
above studies, it would appear, therefore, that girls learning French in Canada have the 
advantage. Furthermore, an instrumental orientation often exhibited by males may in 
some cases be o f little use to them. An instrumental orientation refers to pragmatic 
reasons for studying the language, such as to get a job. However, for elementary and 
secondary level students, such as the ones in the present study, the thought o f entering the 
job market is too distant and career prospects are rarely considered. As a result, an 
instrumental orientation at a very young age may be irrelevant.
Before concluding the discussion of integrative and instrumental orientation it is 
worth pointing out that although the above-mentioned studies do indicate an inclination 
for females to be more integratively and less instrumentally oriented than males, there is 
some evidence to suggest that this may not always be the case. For example, in a study by 
Jones (1996) to determine why a group of adult students had chosen to learn the Welsh 
language, the researcher discovered that more male students were learning the language 
for integrative reasons, such as to better understand the culture, and more female students 
were learning Welsh for instrumental reasons, such as to improve job prospects. The data 
provided by Cortes (2002) in a study investigating elementary student attitudes toward 
foreign language learning also do not support the belief that girls are more integratively 
oriented. In this study involving 209 elementary students in Grades 3 to 8, t-test analyses
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of data found no differences between males and females in regard to integrative and 
instrumental orientation. It should be noted, however, that 86% of the student-participants 
in this study were learning Spanish, and only 10% were studying French. It is also worth 
noting that these participants were young children. Several studies (Netten et al., 1999; 
Pritchard, 1987; Whitehead, 1996) have shown that it is older, adolescent males who tend 
to develop more negative attitudes toward foreign language learning. In light o f the 
above-mentioned studies, one begins to wonder if L2 motivational orientation may be 
influenced by the age o f the students or the perceptions that they have of the language 
being studied.
Perceptions of French
Closely linked to motivational orientation are perceptions that people have toward 
the target language community. For example, if the target language or its people are 
viewed pejoratively, it is less likely that someone would want to learn that language or 
get to know the members o f its community. This is particularly true in the case o f French, 
a subject where the large majority o f teachers are female and where the majority of 
students, at least at the more senior levels, are also female. As an example of irrational 
linguistic stereotyping, French is increasingly being perceived as a female domain in 
some quarters.
For France as a country and a culture, the characterization is also disturbingly 
feminine. In a survey by Malsallez and Senges (1995), Americans were asked for the first 
thing that came to mind when they heard the word “France”. Typical responses were 
“romance,” “wine,” and “fashion,” all items associated with feminine qualities. Equally 
renowned for its fine cuisine, many French foods, such as pate and Perrier have also been
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associated with effeminate tastes. This notion is perhaps best summed up in the title of 
a book by Feirstein (1982), Real Men D on’t Eat Quiche. If the manliness of French men 
is suspect, it is perhaps due to the fact that France as a country is occasionally portrayed 
as weak and cowardly, attributes often, albeit incorrectly, associated with being feminine. 
After having been liberated by the United States and Canada in both world wars, France 
is sometimes even viewed as incapable o f defending itself. This notion of cowardice was 
reinforced by France’s refusal to support the 2003 war against Iraq. Negative perceptions 
of France and the French language became an issue in the 2004 campaign for the 
Presidency of the United States of America, when opponents sought to defame the 
character o f Democratic candidate John Kerry on the grounds that he spoke French! It 
was believed by political analysts that drawing attention to Senator Kerry’s bilingualism 
and family in France represented an attempt by the Republicans to define Kerry as soft on 
national defence. One analy st went as far as to say that such linkages evoked a 
connotation o f femininity (as cited in Alberts, 2004).
The consequences o f this irrational perception o f French may be significant. At 
the very least it appears to have an impact on French class enrolments. Rosenthal (1999) 
noted that one o f his former students at the elementary level chose German over French, 
because the German language sounded tougher, and French sounded more feminine. A 
columnist for the Washington Post (Komheiser, 1995), once wrote that the French 
language is so prissy-sounding that you could be challenging someone to a street comer 
fight and it would sound like an Elizabeth Barrett Browning sonnet. Rosenthal (1999) 
also pointed out that females outnumber males often as much as 4 to 1 in his upper-level 
French classes.
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This perception o f French as being feminine was supported in a study by 
Pritchard (1987). In this study 250 students in Northern Ireland were asked to complete a 
questionnaire that pertained to students’ attitudes toward French and German. The 250 
student-participants consisted of 125 males and 125 females, all o f whom were studying 
both French and German. Although little information was provided in regard to the 
instrument used in the study, it was report ed that 90% o f the participants felt that French 
sounded gentle and pleasant; both considered feminine characteristics. A possible 
weakness o f this study was that both languages had not been studied for equal periods of 
time. It was not uncommon for students in this area o f Ireland to take up a second foreign 
language after the first year o f studying French. Perhaps had the students been studying 
the two languages for equal periods o f time their perceptions may have been different.
Similar findings were reported in a large-scale study by Domyei and Clement 
(2001) involving 4765 Hungarian students (ages 13-14). In this study the student- 
participants were asked to complete a questionnaire in order to investigate their L2- 
related attitudes associated with five target languages. The five languages in question 
were English, German, Russian, French, and Italian.
Marked gender differences in terms o f the boys’ and girls’ dispositions toward the 
various languages were reported. A comparison o f girls’ and boys’ language choice 
preferences suggested that German and Russian were perceived as more “masculine” 
languages, while French and Italian were thought to be more “feminine.” It was also 
interesting to note that the English language was the only one o f the five languages 
investigated found to be gender-neutral amongst the participants.
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Negative perceptions o f the French language may help to explain why the 
problem o f male disinterest in modem foreign languages appears to be particularly acute 
in regard to the study of French, as opposed to other languages, such as German. A study 
by Chavez (2000) investigating the effects o f the sex of the teacher and the sex o f the 
student on language interaction revealed that while females tend to outnumber males in 
French class, male students often outnumber females in many German language 
programs. On a similar note, Taylor (2000), in a study examining possible reasons for the 
lack of male involvement in foreign language exchange programs, also found interesting 
differences between French and German. While it was of no great surprise that 21 of the 
26 schools involved in the study reported girls to be participating in exchange programs 
in far greater numbers than boys, it was interesting to note that in the two schools running 
German exchanges, boys outnumbered girls. It may be hypothesized that the feminine 
stigma attached to the study of French is encouraging boys to either pursue the study of 
other languages, such as German, a language associated with more masculine qualities, or 
quite possibly to drop language studies altogether. Nowhere are the effects of this stigma 
made more evident than in another recent study o f British origin. In this study involving 
228 students in Grades 7 to 9, Williams et al., (2002) found striking differences in how 
males and females perceived French and German. While the females slightly preferred 
the study of French over German, the males reported higher scores for German on all but 
3 of the 16 sub-scales used in the study. In follow-up interviews, the participants 
attempted to explain the male preference for German over French in terms o f French 
being a more feminine language than German. This message was underscored by the
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words of one male student in Grade 9. ‘Trench is the language of love and stuff, while 
German is the language o f war, Hitler and all that” (p. 520).
Adolescence is a crucial period in the development of a gender identity 
(Whitehead, 1996). As a result, adolescent boys may be particularly sensitive to sex 
stereotypes. It is these adolescent boys in Ontario who are given the right to choose in 
Grade 9 whether or not to continue studying French. It is not surprising many choose to 
abandon the study of French. Whitehead (1996) found that the appropriateness of a 
subject for one’s sex was an important factor in the decision-making process for boys, but 
not for girls. When choosing subjects boys tend to avoid subjects, such as French, that are 
perceived as feminine. Whitehead’s study concluded that girls are spread more evenly 
than boys over the range of subjects, but boys appear to be concentrated in the 
stereotypical male subjects, which include economics, mathematics, and science.
A study by Jegede (1994), on the other hand, seems to refute Whitehead’s notion 
that boys tend to shy away from stereotypical female subjects, such as modern languages. 
In this study, involving 160 secondary students learning English in Nigeria, Jegede 
(1994) found there to be no significant differences between males and females in English 
language performance and motivation. These results, however, must be examined 
cautiously. Motivationally speaking, learning English in Nigeria is different from 
learning French in Canada in many respects. English is respected around the world as the 
language o f business, opportunity, and prosperity. In Nigeria, where a recent trend has 
women competing favorably with men in the workforce, the attributes associated with the 
English language are admired equally by both sexes. France and the French, on the other 
hand, in addition to being stereotyped as feminine, are widely viewed as backwards
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industrially and technologically (Rosenthal, 1999). Men, who are traditionally thought 
of as the “breadwinners,” are less likely to want to learn a language that is thought to be 
o f little practical use in the world of business.
Self-efficacy and Anxiety
Self-efficacy refers to an individual's judgment of his/her capabilities to 
successfully carry out the action required in various tasks (Bandura, 1986). Several 
studies have found a significant relationship between self-efficacy and motivation. 
Learners who possess a strong sense of self-efficacy, who feel they are likely to succeed, 
are more motivated to learn than those who expect failure (James, 1996).
Intricately intertwined with self-efficacy is the notion of anxiety, or feelings of 
uneasiness, frustration, and self-doubt (Oxford, 1999). Components of language anxiety 
include communication apprehension, fear of negative social evaluation, and test anxiety. 
Over the past decade, researchers have shown that language anxiety can have a negative 
effect on student motivation and the language learning process (MacIntyre & Gardner, 
1991). For example, an individual who has a high level of French class anxiety may not 
believe that he/she has the ability to master the language, and therefore, may not be 
motivated to pursue studying the language.
Gender differences in self-efficacy and anxiety play an important role in 
performance differences that are linked to gender. A study by Rouxel (2000) compared 
anxiety, self-efficacy, knowledge level, and performance in French and mathematics 
between males and females. For this study, 476 regular English program students in 
Grades 5 and 6 were asked to take examinations in math and French and to complete 
several questionnaires related to these specific domains. Of these participants 230 were
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boys and 246 were girls. The main differences between the two sexes were found in 
the relationships between anxiety and performance. Although the girls felt more anxious 
than the boys before the math exam, they performed equally well. However, in regard to 
the French exam, anxiety played a more important role for boys in explaining the results. 
The boys felt more anxious before the French exam than before the math exam, which 
may explain why the girls outperformed the boys in that area even though both groups 
were equally knowledgeable. The researcher suggested that when learning a language 
anxiety has an effect on self-efficacy, that is, the more one feels anxious before an exam, 
the less confidence one has in his/her ability. The effect of anxiety on self-efficacy 
appears to be especially strong in regard to males. The female participants in the study 
did not feel that their pre-test anxiety had any effect on their results.
This study by Rouxel (2000) is o f particular interest in that it discussed gender 
differences in two distinct domains (math and French). Most of the previous studies 
examining gender differences focused solely on mathematics or science, which are more 
structured areas than French. These two domains are also quite different from French in 
associated social perceptions. While math and science have long been thought of as a 
male domain, the study of French has often been perceived as more of a feminine pursuit.
The male participants in the previously mentioned study by Massey (1994) also 
appeared to be more affected by anxiety and feelings of low self-efficacy than were the 
female participants. Of the 12 student-participants, all 6 o f the males reported to dislike 
reading aloud. The male students said that they did not have enough experience with oral 
French, consequently, they could not read fluently and were uncomfortable 
mispronouncing French words. The females also reported disliking this activity, but their
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feelings were not as strong. The male students from Kingston, particularly those who 
chose not to continue studying French, also strongly disliked playing roles in skits and 
dialogues. These students stated that their lack of experience with these activities made 
them feel inadequate and embarrassed.
The fact that the males in this study, regardless o f their decision to pursue FSL 
studies, preferred to work independently may also be indicative of their insecurities. 
While the females, in general, preferred working in small groups in order to share ideas, 
the males preferred to work alone, stating that working with others hindered their 
progress. It was also interesting to note that some of the male students who wished to 
continue studying French found exercises and tests on grammar and sentence structure 
enjoyable. These same activities were frequently reported by female participants to be the 
least enjoyable aspects of French language class. The males, at least in some cases, 
seemed to enjoy grammar-related activities because they were often able to give correct 
answers based on information provided in their textbooks, which would in turn give them 
a sense of achievement, a feeling of progress, and perhaps a greater feeling o f self- 
efficacy. Grammar-related activities also often do not require a great deal of oral 
communication on the part o f the student, which is another possible reason why they may 
have been preferred by the boys in the study.
A recent study by MacIntyre et al. (2002) provided further evidence that Grade 9 
boys are more anxious than their female counterparts in French class. In this Canadian 
study involving 268 French immersion students in Grades 7, 8, and 9, the researchers 
found that although boys and girls do not differ significantly in regard to French class
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anxiety in Grades 7 and 8, males students in Grade 9 are significantly more anxious 
than their female peers.
Anxiety and perceived competence, or self-efficacy, are thought to be key 
variables in an individual’s willingness to communicate (MacIntyre & Clement, 1996). In 
fact, the research o f McCroskey and McCroskey (1986) found significant negative 
correlations between a willingness to communicate and both anxiety and self-efficacy. 
Simply put, the greater the anxiety and the lower the feeling o f self-efficacy, the less 
likely is the person to communicate. In such circumstances a vicious cycle may arise. 
Those people with higher anxiety and lower self-efficacy will likely be less willing to 
communicate. When people avoid communication they deprive themselves of the 
opportunity to improve their proficiency. Without an improvement in proficiency, it is 
unlikely these people will experience a reduction in anxiety or an increase in self- 
efficacy. Naiman et al. (1979) supported this notion while describing the good language 
learner. Good language learners go beyond passive attendance in learning environments. 
They go out and get information. Anxious boys with low levels o f self-efficacy, who as a 
result are less willing to communicate in the target language, are, therefore, at a 
considerable disadvantage compared to their female counterparts.
Self-determination
In a study by Pagliaroli (1999), the researcher attempted to determine the 
motivational characteristics o f L2 students. To do so, 65 Grade 9 FSL students between 
the ages of 14 and 15 years old were asked to complete questionnaires based on a 
variation o f the Attitude/Motivation Test Battery by Gardner et al. (1979). Multivariate 
Analyses o f Variance (MANOVA) were conducted on the data to examine gender
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differences with respect to locus of control, academic skill perceptions, motivation, and 
French class attitudes.
In regard to locus of control, test results indicated significant differences between 
males and females for effort, with females exceeding males in this area. Females were 
found to have a higher internal locus of control. They were more likely to attribute their 
success to effort than were males. This finding was supported in the previously 
mentioned study by Kang (2000). The researcher found that female students reported 
higher adaptive attributions. That is to say, females, more than males, attributed their 
success or failure in language learning to internally controllable causes.
The results o f a study by Mahony and Frith (1995) indicated further gender 
differences in personal feelings o f control. In this study investigating the attitudes o f 130 
fourteen-year-olds to school subjects, it emerged that for boys, being good or bad at a 
subject was beyond their control. Girls, on the other hand, felt that if they worked harder 
at a subject, they might grow to like it and become better at it.
The lack o f control felt by boys when learning a language does not only refer to 
their successes or failures, but also to the amount of input they feel they have in the 
learning environment. In subjects like math or physics, students are often asked to choose 
the best method to solve problems independently. The students are independent and 
actively involved. In contrast, the modem language classroom is often perceived by boys 
as a place for mimicry and repetition. Male language students perceive themselves as 
having little choice over reading materials, learning activities, and evaluation, and as a 
result feel very little personal involvement (Harris, 1998). These sentiments were echoed 
in a study by Graham and Rees (1995). The researchers found that boys were looking for
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
66
an element of control in the foreign language classroom. They wanted to learn what 
they felt was important to them, and in a way that was appropriate for them. The 
researchers suggested that teachers provide students with opportunities to exercise some 
personal control in the classroom.
Providing males with greater independence may, however, not be enough. In an 
article by Harris (1998) addressing the poor performance o f British boys in modern 
languages, emphasis was placed on teaching boys learning strategies. The researcher felt 
that learning strategies, in addition to providing greater independence, may help to 
motivate boys to succeed in modern languages. Pertaining to the second or foreign 
language classroom, learning strategies can be categorized into 3 groups;
“metacognitive” strategies which involve planning and evaluating learning, “cognitive” 
strategies that are limited to more specific tasks directly involving the use o f the 
language, and “socioaffective” strategies dealing with how the learner interacts with 
others (O’Malley, Chamot, Stewner-Manzanares, Kupper, & Russo, 1985). Under the 
umbrella o f “socioaffective” strategies one might also include “communication” 
strategies that assist speakers in getting their messages across, and “compensatory” 
strategies that help the speaker deal with missing or inadequate knowledge (Domyei,
1995). Although no general consensus has been reached on the topic, there is some 
evidence to suggest that female students use more learning strategies than males and that 
they use them more often (Oxford, 1993). It could be argued that embedding language 
learning strategies into the curriculum may help boys overcome many o f the problems 
they experience with the L2. This, as a result, may help boys become more motivated to 
successfully learn the language. For example, if  the previously mentioned study by
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
67
Massey (1994) was correct in its depiction of male students as being more anxious and 
embarrassed than girls due to their perceived inability to adequately express themselves 
in French, would it not make sense to teach these boys communicative and perhaps even 
compensatory strategies that will build their confidence in their ability to effectively 
communicate? Would these more confident, less anxious students not be more motivated 
to learn? Studies have, in fact, shown that strategy-based instruction can be of benefit to 
both boys and girls in second and foreign language classrooms (MacIntyre & Noels,
1996).
Intrinsic/Extrinsic Motivation
It is important to remember when examining gender differences pertaining to 
intrinsic/extrinsic motivation that a greater value has been attached to intrinsic 
motivation. Extrinsic motivation has traditionally been seen as something that can 
undermine intrinsic motivation. Studies have confirmed that students will lose their 
natural intrinsic interest in an activity if they have to do it to meet some extrinsic 
requirement (Bruner, 1966).
In a study by Thibert and Karsenti (1998), that investigated the effect o f teachers 
on the degree of motivational change in boys and girls, the findings revealed interesting 
differences between the sexes in regard to extrinsic/intrinsic motivation. In this study, 6 
teachers in the Montreal area were chosen to work with 173 Grade 6 students (87 girls 
and 86 boys). Three of the teachers were chosen for their teaching practices that 
promoted student intrinsic motivation. The 3 other teachers were randomly selected. Half 
of the students spent 10 weeks being taught by the 3 “effective” teachers, and the other 
half was taught by the remaining 3 teachers. The results of the study showed that girls
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scored significantly higher on both pre-tests and post-tests for intrinsic motivation, 
whereas the boys scored significantly higher on tests for extrinsic motivation. Given the 
importance placed on intrinsic motivation in learning, French teachers need to find ways 
to further develop intrinsic motivation in their male students.
It was interesting to note that the effective teachers in the above study had a 
significantly greater impact on the boys than on the girls. Male increase in intrinsic 
motivation was greater than that of the girls, and male decrease in unmotivated behaviour 
was also greater than that o f the girls. These results indicate that the highly effective 
teachers had a greater motivational impact on boys than on girls. It would be interesting 
to discover why this was so. Was it perhaps because they paid more attention to less 
motivated students, or perhaps because they used teaching strategies that appealed more 
to boys than girls?
Goal Setting
In a seminal paper on motivation in the foreign language classroom, Domyei 
(1994) stated that goal setting contributed to intrinsic motivation through the satisfaction 
derived from attaining the specific goal. In light of the above research indicating that 
males are less intrinsically motivated than females, the importance for males to set 
personal goals in the classroom becomes obvious. However, a unique study conducted by 
Warrington and Younger (1996) focusing on goals and expectations, revealed that boys 
are less likely than girls to set personal goals. In order to examine some of the factors 
underlying the gender disparities in achievement in a British secondary school, the 
researchers had all year 10 and 11 students (199 girls and 205 boys) complete 
questionnaires. The results indicated that girls had higher aspirations than boys. Among
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year 11 students, a much higher percentage o f girls (38%) than boys (16%) envisioned 
a career that would require a post-secondary education. The girls had clearer ideas about 
what they wanted to do in the future. Almost all o f the girls in the study had decided what 
they wanted to do after high school, and those who already had particular careers in mind 
stated that this made them work harder in order to attain their goals (Warrington & 
Younger, 1996). The importance o f having clear goals, in regard to student motivation, 
was made evident by one particular female student:
I’ve got a career in mind and I’m working towards that. I think that’s because 
I know what I want to be when I’m older. I know what I’ve got to do, and so 
I settle down quickly and get into my work. So I think that helps, (p.276) 
Tolerance of Ambiguity and Other Learning Styles
A very large number o f learning styles have been identified by educators and 
psychologists (Ehrman, 1996). For this reason, differences between males and females 
pertaining to only those identified by Oxford (1993b) as the most important for L2 
learning are examined. These learning styles include tolerance of ambiguity, sensory 
perceptions, thinking and feeling, reflection and impulsivity, and lastly, field dependence 
and field independence.
A new area of exploration in language learning, referred to as ego boundaries, has 
revealed some interesting differences between males and females. The concept of ego 
boundaries relates to tolerance of ambiguity (Hartmann, 1991), a characteristic associated 
with successful language learners (Chapelle, 1983; Naiman et al., 1978). Through the use 
o f the Hartmann Boundary Questionnaire, Hartmann (1991) found that women and 
younger people consistently had thinner boundaries than did males. In other words,
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women and young children were found to be more cognitively and socially flexible.
They were less guarded, more open, creative, and tolerant of ambiguities. Hartmann also 
found a significant relationship between thin boundaries and better language learning 
performance in reading and speaking.
Sensory perception refers to the modes through which students take in 
information. They include visual, auditory, tactile, and kinesthetic preferences. Visual 
learners like to read, and prefer the visual stimulation of movies, blackboards, and written 
directions. Visual learners often prefer working alone. Auditory learners, on the other 
hand, prefer to engage in discussions, group work, and oral directions. Kinesthetic 
learners require frequent movement and regular breaks, while tactile students need to 
touch and manipulate objects (Oxford, 1993b). Research has demonstrated that males 
tend to be more tactile and kinesthetic in their learning styles than females (Hansen,
1982). In regard to audio and visual styles, no definite relationship has been established 
(Oxford, 1993b). However, Eisenstein (1982) suggested that L2 auditory ability might be 
greater in women than in men. Second language instruction requires an integration of all 
of these styles, but in particular auditory and visual. Clearly, greater research needs to be 
done in this area.
Pertaining to thinking and feeling styles, Belenky, Clinchy, Goldberger, and 
Tarule (1986), after conducting extensive interviews with men and women, reported that 
the two sexes have different ways of knowing. The researchers argued that men learn 
objectively and through thinking, while women rely more on subjectivity and feeling. 
According to Oxford (1993b), in the L2 classroom more men than women would take the 
thinking approach, and thus focus more on logic, facts, and rules. More women, on the
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other hand, preferring the feeling approach would rely heavily on social interaction and 
cooperative learning. With the Communicative Approach to L2 teaching and learning that 
emphasizes oral proficiency and social interaction, one can see the possible advantages to 
be had by female students. However, as students progress to higher grades, more and 
more emphasis is placed on writing and the correct use of grammar. In this area it would 
appear that males, who tend to focus on facts and rules, would have the upper-hand.
In the previously mentioned study by Belenky at al. (1986), the women wanted to 
reflect before judging, while the men were more impulsive and often jumped to 
conclusions. This distinction between the two sexes may benefit females in a L2 
environment. According to Ehrman and Oxford (1990), students who could refrain from 
jumping to conclusions were better language learners than those who had this tendency. 
Impulsive learners were characterized as making premature, inaccurate responses. 
However, too much concern for accuracy can also have its disadvantages. Ehrman and 
Oxford found that too much concern for accuracy led to destructive anxiety, which can 
have a negative impact on L2 performance.
Field independence refers to a learner’s ability to perceive a particular detail 
amongst a number of other distracting items. Field dependence, conversely, refers to 
learners who focus on the large picture to the detriment of minute details (Maubach & 
Morgan, 2001). In regard to L2 learning, field independence has been associated with 
learning that involves analysis, attention to details, and mastery o f drills and exercises. 
Naiman et al. (1978) found in a study of English-speaking adolescent students learning 
French in Toronto that field independence correlated significantly and positively with 
language success in the classroom. Field-independent learners, often boys, may have
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advantages in the L2 classroom in regard to grammar-based activities and the 
analytical nature o f tests. Field dependent students, more often girls, due to their greater 
empathy, are thought to be more successful in learning the communicative aspects of the 
L2 (Oxford, 1993b).
It has been revealed that the motivated, compliant, and methodical approaches of 
females to learning contrast with the less tenacious work habits of boys (Moore, 1996). 
Supporting this claim, Graham and Rees (1995) reported that a typical reason for a boy to 
drop French class would be that it involved too much tedious and hard work. In contrast 
to the boys, the girls involved in this study responded to the challenges o f French class by 
working even harder. Beswick (1976) found that girls were more willing to undergo 
painstaking work and attributed this to their earlier maturity and greater social awareness, 
compared to boy’s self-consciousness and vocal inhibitions.
In further response to the question o f gender differences in learning styles, a study 
was conducted by Maubach and Morgan (2001) that investigated the relationship 
between gender and preferred learning styles of senior high school students studying 
French or German. In regard to tolerance o f ambiguity, the results o f this study 
contradicted the earlier findings of Hartmann (1981) in that females were actually found 
to have a lower tolerance o f ambiguity than males. Other contradictory results were 
reported pertaining to self-esteem and anxiety, with boys outperforming females in both 
cases. In regard to other areas, such as visual versus auditory stimulus, deductive versus 
inductive learning, field-independence versus field-dependence, and reflectivity versus 
impulsivity, where conventional wisdom would expect significant differences, no such 
differences were reported.
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Although the results of this study are intriguing, some discretion is advised on 
the part of the reader. A total of only 72 students participated in this study. Only 15 of 
these participants were males. As a result o f this small sample size, it would be imprudent 
to generalize these findings to a wider population. The selection of the sample group 
itself appears flawed. The sample group contained only those students who chose to 
continue with language studies into the senior years o f secondary school. As it can only 
be assumed that these students must have enjoyed some previous success to warrant the 
continued pursuit of language studies, it leaves one to wonder how the results might have 
been different if those students who were not successful and who had decided to drop 
language courses were also included in the study. An additional threat to the validity of 
this study would have to include the instrument used. To facilitate data analysis, 
supposedly male characteristics (boxes 1 and 2) were placed on the left hand side of the 
scale, and corresponding female characteristics on the right hand side (boxes 4 and 5).
The weakness o f this format is that educated 16 to 18 year old high school students may 
very well recognize this pattern, which o f course, may influence their responses.
Although this analysis of learning styles does reveal some interesting differences 
between males and females, there is no particular sex that has the clear, overall advantage 
when learning a L2. In addition, it needs to be mentioned that learning styles are not 
resistant to change over the course o f one’s life. In fact, some psychologists believe that 
integrating contrasting styles of learning is a sign o f developmental maturity, and that a 
number o f factors may cause an individual’s learning styles to progressively change over 
the course o f a lifetime (Oxford, 1993b). Furthermore, while learning styles may have 
been presented in this section as dichotomies, many learners do not favour one learning
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style to the exclusion o f all others. In other words, many learners operate somewhere in 
the middle between extreme positions (Cohen & Domyei, 2002). With this in mind, it 
would be imprudent to attribute the difficulties and lack of motivation experienced by 
males in the L2 classroom to different learning styles.
Gender-related Interests
A study by Bugel and Buunk (1996) conducted in the Netherlands investigated 
gender-related issues in foreign language texts. As part o f this study 2980 secondary 
students were asked to read a variety o f texts and to answer related multiple choice 
questions in order to determine levels o f reading comprehension. Subsequent 
questionnaires were also completed by the participants. Certain texts read by the students 
were considered neutral. They contained no gender specific bias. Some texts were geared 
more toward male students, while still others were more female-oriented.
As expected, the female and male students involved in the study had quite 
different interests in texts. The male participants displayed greater interest in traditional 
masculine topics, such as football, whereas the females’ favourite subject in the provided 
texts dealt with female body-image and appearance. The female students were also more 
interested in the neutral topics. The questionnaires revealed significant differences in self- 
reported knowledge about and interest in a number of topics. Males read more 
informative literature on technical, political, and economic subjects, while females 
preferred medical topics, literature, and fiction. The study also found that text topics 
produced differences in comprehension. Female students earned significantly higher 
scores on 5 o f the 6 female topics, and the male participants significantly outperformed 
their female counterparts on the texts deemed more masculine.
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This notion of gender-specific topics in foreign and L2 textbooks was also 
examined by Callaghan (1998). The researcher found that o f the 16 topics discussed in 
the French language syllabus o f a British school district, the large majority was rooted in 
domesticity. Topics such as house and home, family and daily routine, food and drink, 
and shopping, which are commonly found in foreign language readers, all favoured girls 
and were not likely to generate much male enthusiasm. Callaghan also emphasized that 
content alone is not always most important. Teachers play an important role in text 
topics. Teachers have the ability to alter and modify topics, to emphasize some topics and 
place less stress on others. Here again, however, the fact that most French teachers are 
female puts males at a disadvantage. Female French teachers may be inclined to 
emphasize those topics with which they are most familiar and comfortable. These topics 
are also most likely to be female-oriented.
Furthermore, it was pointed out by Callaghan (1998) that topics discussed in 
modern language classrooms do not only put boys at a disadvantage. School age children 
do not often buy plane tickets, book hotel rooms, or travel to local tourist attractions, yet 
these topics are often found in their foreign language textbooks. No allowance has been 
made for the things that are important to them, such as sports, music, and friendship. 
Social issues like the environment, crime, and racism are of great interest to young 
people, yet rarely are these issues addressed. This unrealistic version of life makes French 
less interesting for all, but particularly boys, who on the whole prefer realism and facts, 
whereas girls are perhaps more conditioned to accept fantasy.
In the early stages of L2 learning, Nuttall (1982) found that it is probably 
impossible for the language to be presented in a naturally informative way, given the
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constraints o f the classroom. However, once the initial stage is over, there should be 
little need to subject learners to language that carries no message for them. Nuttall 
concluded that texts, even for initial stages, could be made a great deal more informative 
than many o f them are at present. The researcher also felt that by the intermediate stage, 
teachers should be demanding texts that are simple in nature, but that have an interesting 
message. Such texts should cover a variety of topics that deal with contemporary issues, 
thus motivating the student, whether male or female, to read in the target language.
The results from these studies have obvious implications for the FSL classroom. 
The studies’ results indicated that the choice o f topic influences gender differences in 
foreign language reading comprehension. If students are not interested in the topic, they 
obtain lower test scores. In light of these results, careful consideration must be given 
when selecting foreign language reading materials. It is important that the choice of 
topics in the foreign language classroom cater to both sexes in order to motivate all 
students.
Influence o f Male Teachers
Stanworth (1983) raised an issue associated with the decreasing presence of male 
French teachers. The researcher tested a group of students on their attitudes to male and 
female teachers and noted that boys showed a strong agreement that male teachers were 
best, while girls were evenly divided. Most of the boys reported being more involved and 
relaxed in classes taught by other males. Female teachers were portrayed by boys as 
being “soft”, and were thought to have difficulty with class control. It has been claimed 
that male teachers are better able to deal with boys’ more active behaviour in the 
classroom (Peltier, 1968). It could be argued that boys’ discipline problems and lack of
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cooperation in language classes, overwhelmingly taught by females, may be seriously 
affecting their performance.
Some educators have also argued that female teachers favour girls in the sense 
that they have certain expectations that are more difficult for boys to meet. Goebes and 
Shore (1975), for example, found that teachers considered girls to be closer to the ideal 
than boys in regard to neatness and other preferred qualities. The argument has also been 
made by parents and educators alike that children need exposure to male teachers. It has 
been proposed that children are raised primarily by their mothers and other females, and 
their limited exposure to males leads them to need and to value contact with males more 
so than with females (Maglio, 1977). This argument is particularly relevant in the case of 
boys raised in fatherless homes.
According to the Social Learning Theory, which emphasizes the learning of 
gender roles as influenced by environmental factors, there are two possible ways in which 
male teachers may benefit boys (Gold & Reis, 1978). First of all, assuming there are 
significant differences between male and female teaching styles and expectations, the 
presence o f male teachers may mediate male student behaviour more effectively. There is 
some evidence to suggest that female teachers rate girls higher than boys in speech 
development and find girls easier to understand than boys. Such expectations may 
influence the results o f classroom tests. Johnson and Medinnus (1969) claimed that the 
sex of the teacher affects scores on tests of language development. The researchers went 
on to state that girls respond best to female testers and boys to male testers, therefore, 
many of the reported differences favouring girls in language development may result 
from the fact that most o f the testers were female. This flaw in testing would only
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perpetuate the falsehood that females are innately better at learning languages than 
males. This myth, o f course, will continue to undermine male motivation and effort in the 
L2 classroom. It is understandable that males would be reluctant to study a second or 
foreign language when it is widely believed that 50% of the population, that being 
females, has a natural advantage in this domain.
The second purpose that could be served by male teachers is that they may 
provide positive male role models to young male students (Gold & Reis, 1978). As young 
boys are trying to develop roles and identities that are different from those of females, the 
presence of male teachers over a prolonged period could help to clarify the conception of 
the masculine sex role. There is the fear that boys are missing out on male role models 
who influence their attitudes and behaviour. A female department head in a study by 
Clark and Trafford (1995) commented:
I’d like to redress the balance of gender within the teaching staff. It is 
important because even if pupils don’t see, don’t make any obvious statement 
about it affecting them, I think it does. It says something very clearly about 
role models. The relationship between the teacher and the pupil is central, 
but I still think it would be good to have more men within the department.
I think that men and women can look at life from different perspectives.
And therefore I think that working as a team, you might with more men 
around have a slightly different perspective on certain issues. The 
broader perspective you can get in any debate, the better, (p. 318)
In Australia where only one in five primary teachers is male, a recent federal 
parliamentary inquiry into boys’ education heard that women teachers could not properly
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convey male values to boys and that more male teachers were urgently needed 
(Teaching in crisis over jobs for the boys, 2001). Conditions in Ontario, unfortunately, 
are no different. In fact, the situation only becomes bleaker when one looks at the number 
of male teachers with French qualifications. Out o f all Primary/Junior level teachers with 
French-first-language qualifications, only 15% are male (Ontario College o f Teachers, 
1999).
There is also the possibility that in the presence o f male teachers, boys may 
perceive academic behaviours as being more masculine, which may in turn motivate 
them to emulate such behaviour. The sex of the teacher influencing student attitudes 
toward foreign language learning was investigated in a study by Clark and Trafford
(1996). In this study, involving Grade 11 students from 4 different schools in England, it 
was determined that the students did not perceive the sex of the teacher as an important 
factor influencing their attitudes. Furthermore, it has been argued that the sex of the 
teacher role model is less important than the sex-appropriateness of the role model. In 
this respect, it is important to note that a great deal o f the information children receive 
about sex-appropriate behaviour comes from their peers and the media. These sources 
have traditionally not viewed the male presence in academia, particularly at the 
elementary level and in gender stereotyped subjects such as French, as being indicative of 
male-appropriate behaviour (Gold & Reis, 1978).
A general review o f the literature pertaining to this topic reveals that the presence 
of a male role model in the classroom cannot largely explain any gender differences. 
However, if one digs deep enough, one can find enough positive results to warrant further 
investigation. There is some evidence, particularly at the preschool and intermediate
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levels, that a male presence in the classroom results in greater masculine sex 
identification, improved reading scores, and better school attitudes (Gold & Reis, 1978). 
Furthermore, many studies where no significant results were found may have had design 
flaws affecting these outcomes. In some studies the male presence in the classroom was 
very brief. In others there was unequal status between the male and female presence. For 
example, a study by McFarland (1970) reported male participation in Grade 1 did not 
produce significant results, the participating males were not qualified teachers. Instead 
they were education students serving as aides to the female teacher.
A study by Denham (1993) examined high school students’ perceptions o f teacher 
effectiveness based on the teacher’s age and sex. The researcher focused on conflict 
between young male students and young female teachers. Questionnaires were provided 
to 5 teachers: 2 young females, 2 older females, and 1 older male. By “y°ung” the 
researcher referred to teachers who were 30 years of age or younger. The 5 teachers then 
distributed the questionnaires to their students. In total, 166 students, aged 16 through 18 
years old, participated in the study. Although no information was provided on the 
breakdown o f male to female student-participants, it was reported that most students were 
from European descent and upper or upper-middle class socioeconomic backgrounds.
The results indicated that male and female students differ in their perception of 
young female teachers on a number of issues. The first area being teacher discipline, 
more than 40% of the male participants felt that female teachers discipline their students 
unjustly compared to approximately 25% of the female participants. Male and female 
students also indicated a difference in the perception o f young female teachers’ 
competence and effectiveness. Forty-one percent of the boys felt that young female
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teachers were not competent or effective, while only 26% of the girls shared that 
opinion. When asked to describe their best, most interesting teacher, the majority o f the 
boys described an older male teacher. The female students, on the other hand, most often 
chose a young female teacher.
Denham (1993) attempted to explain the study results by stating that adolescence 
is an important formative period in the development o f attitudes and values. At the pre­
adult stage the young man is beginning to break away from his family and to establish his 
individuality. At this point he is defining the roles that females will play in his life. These 
factors, in addition to emerging sexual desires are strong influences on a young man’s 
relationships with females.
An apparent weakness of the study is that no young male teachers participated, 
leading the reader to question if such participation would have influenced the results. 
Student-participants from more varied socioeconomic and cultural backgrounds might 
also have made the results of the study stronger. The inclusion o f poor, disadvantaged 
youths in particular might have resulted in interesting findings. It is these youths who are 
often raised in single-parent homes without the presence of a strong male role model. 
Raised by women, these students may have different views of females in positions of 
authority. It could also be argued that they may even greater appreciate and benefit from 
the presence o f male teachers.
Despite their limitations, the results o f these studies are not without significance 
for the FSL classroom. As previously mentioned, French is becoming more and more a 
female domain. All-female French departments are common. As the teaching population 
continues to age, it is the young female teachers mentioned in the study by Denham
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(1983) who will fill the vacancies left by retiring French teachers. While a large 
percentage of the female students studying French may appreciate and enjoy these female 
teachers, a large percentage of the males may not. It must be remembered that it is the 
boys, and not the girls, who tend to be struggling more in FSL. Although the participants 
in the study by Denham (1993) are 2-3 years older than the majority o f the Grade 9 
participants in the present study, it may be hypothesized that 14-15 year old Grade 9 male 
students are beginning to develop these attitudes toward female teachers. Such attitudes 
may in fact contribute to their poor performance in the FSL classroom, which has a 
preponderance of young female teachers.
The large discrepancy between the number o f male and female FSL teachers may 
have an even greater impact in Canada where students tend to place significant 
responsibility on their teachers. In a study by Diffey, Morton, Wolfe and Tuson (2001) 
comparing French class attitudes o f Scottish and Canadian secondary students, the 
researchers found that Canadian students were more likely to attribute their successes or 
failures to the teacher. Subject interviews revealed that less motivated students, in 
particular, were highly dependant on the teacher. One such student stated, “When I know 
I like the teacher I try to work harder to impress them, but if I don’t like the teacher I just 
don’t care, so I won’t even try” (Diffey et al., 2001, p. 174). The implications are clear. 
The studies by Denham (1993) and Stanworth (1983) revealed that males tend to prefer 
male teachers. Male students who are unhappy with their French teacher may not be 
motivated to learn. Preventing the 32% of boys mentioned in the study by Denham 
(1993) from possibly having the opportunity to learn from their “best, most interesting
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teacher” represents just one more obstacle in the path towards increased male 
motivation in the FSL classroom.
The implication o f such studies is not that female French teachers be replaced by 
male teachers, nor is it being suggested that males are in any way better teachers than 
females. Clearly both sexes bring different strengths to the classroom. What is being 
suggested is that more needs to be done to encourage males to teach French so that both 
sexes, but in particular boys, have the opportunity to have both positive male and female 
role models during their years in elementary and secondary school. This notion is perhaps 
best summed up in a recent study by Crane (2003) investigating male elementary 
teachers. During this study it was revealed that o f all participants who did not have male 
teachers in their schooling, all wished they had.
Encouragement
The previously mentioned study by McGannon and Medeiros (1995) not only 
demonstrated the influence of parental and teacher encouragement on students’ decisions 
to pursue the study of French, it also revealed some interesting gender differences. While 
encouragement is important for both sexes, it was the boys who were most influenced by 
teacher, parent, and peer encouragement. The findings o f the study revealed that boys are 
more likely than girls to be influenced by the encouragement of teachers, family, and 
friends to continue or discontinue studying French.
In light of the findings by McGannon and Medeiros (1995), the results of the 
previously mentioned study by Netten et al. (1999) are particularly troubling. The 
researchers reported significant differences in the amount of encouragement girls and 
boys received from their teachers to study French. In this study a questionnaire was
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school district. Results indicated that females disagreed that they were being encouraged 
to study Science over French while males agreed. The female participants admitted to 
having received encouragement from teachers to continue studying French, while the 
males were evenly distributed among the categories of agreeing somewhat, being unsure, 
and disagreeing totally. While the female students also felt that teachers placed an equal 
importance on the study of French as on other subjects, the male students, once again, 
were not so sure. In fact, one o f the only areas where the two sexes did agree pertaining 
to encouragement to study French was that the guidance counselors did little to promote 
the study of French.
Although the questionnaire was administered to a large sample representing 
various socioeconomic groups, and various abilities and attitudes, the school district 
involved is located in a rural area. For this reason the results cannot be generalized to the 
entire Grade 9 core French population in Canada. The views of the participants may be 
representative o f a rural rather than an urban population.
Strategies to Increase Male L2 Motivation
From a practicing teacher’s point o f view, it is less important to understand the 
components o f motivation, than it is to understand how to increase it. Unfortunately, very 
few studies have been conducted that offer practical suggestions to L2 teachers to 
improve student motivation. Domyei (2001) stated that such limited research 
demonstrates the detachment between the research community and practicing L2 
teachers. Some practical recommendations are, however, provided by Alison (1993),
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Chambers (1999), Domyei (1994), Oxford and Shearin (1994), and Williams and 
Burden (1997).
Remaining focused on the present study, it must be remembered that the 
preceding review o f literature has shown that adolescent males appear to be less 
motivated than their female peers to learn a L2. While the studies mentioned above may 
provide some practical suggestions for teachers, none o f these suggestions apply 
specifically to male students learning a L2.
A thorough search of literature has, nevertheless, uncovered a number of 
strategies suggested to specifically address male disinterest in L2 learning environments. 
These strategies appear to fall in the following categories: single-sex classes, teaching 
methodology, and mandatory enrolment in FSL.
Single-sex Classes
Burstall (1978) argued that boys are influenced by their parents’ perceptions of 
the usefulness and relevance o f language learning to their future careers. The researcher 
found that girls are given more overt encouragement to study languages and as a result 
view learning French as more useful to them than do boys. Responding to the concerns of 
some teachers that more could be done at elementary school to encourage boys to enjoy 
language learning, La Jolie Ronde, an organization that runs after-school French classes 
for children aged 3 to 11, carried out a survey among its teachers. Teachers were asked 
about their perceptions of boys’ educational needs in the language classroom and which 
activities were most successful in meeting those needs (Mireylees & Thomas, 1998).
The study found that the few teachers who had all-male groups found them to be 
both a challenge and a pleasure to teach. Although the boys in such groups were easily
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distracted, constantly moving, and needed very clear instructions, their enthusiasm for 
learning French was contagious. The success o f these all-male classes may be due to the 
fact that the teachers were able to relate language to topics of particular interest to boys 
(football, the World Cup, Tour de France, and computers). As a result, they were able to 
capture the boys’ attention. The success o f these classes may also be due to the boys 
being less anxious to speak French when no females were present. Boys, particularly as 
they progress toward adolescence, are very conscious o f how they are perceived by 
females. In the absence o f the opposite sex, the boys may be less self-conscious and more 
at ease to speak French without fear o f how they appear in the eyes of girls. The 
headmaster o f Landon, an all-male academy in Maryland, reported that boys in all-male 
schools agree to do things that they would never agree to do if girls were around. At 
Landon, 75% of the boys choose to participate in music and art (Hoff-Sommers, 2000).
In a review o f an experiment on single-sex math classes (Durost, 1996), it was 
found that girls who had taken the single-sex class tended to take more math and science 
classes in high school, and were likely to improve their math scores from Grade 8 to 
Grade 11. Perhaps similar results could occur for males in single-sex language classes. 
Male students have different learning styles and strategies than females. Male students 
tend to answer questions immediately, while female students reflect. Males tend to talk, 
while females listen. Males also tend to prefer a competitive situation, while female 
students are more likely to prefer small, cooperative groups (Durost, 1996).
While studies have found that single-sex schools, in general, do not favour boys, 
modern languages seem to be the exception to the rule. Dale (1974) for example, who 
spent 26 years studying single-sex classrooms, found that when he compared test results
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from a cross-sample o f students, the co-ed boys achieved better results than their 
segregated peers in 6 subjects. The segregated boys did, however, outperform their co-ed 
counterparts in French class. The implication is that one of the few, if not the only 
subject, that is enhanced both for boys and girls by single-sex teaching, is French. The 
benefits o f single-sex foreign language classrooms proposed by Dale were supported in a 
more recent study by Cheng, Payne and Witherspoon (1995). While examining male and 
female participation in upper-level foreign language classes, the researchers discovered 
that 23% of boys from single-sex schools and 28% of girls from single-sex schools chose 
to continue the study o f a foreign language to A level. Only 8% of boys and 25% of girls 
from co-educational schools made the same choice.
A small number of comprehensive secondary schools in the UK are currently 
seeking to raise pupil achievement in modem languages by teaching in single-sex 
classrooms. Barton (1998) investigated these classrooms in hope of identifying possible 
causes of male underachievement in modem languages and teaching strategies that seem 
to boost boys’ motivation to learn a foreign or L2. The researcher found that boys taught 
in a single-sex classroom had a more positive perception o f language learning and were 
morn likely to continue language studies. The most frequently cited reason for liking the 
arrangement was the absence of distractions and fewer feelings of embarrassment. The 
boys were relieved o f the “pressure to impress.” The majority of the girls also enjoyed the 
arrangement. Most of the girls (75%) felt that they worked better in single-sex groups. 
Many criticized their male counterparts’ immaturity, noisiness, and lack of concentration. 
Numerous girls felt intimidated by the boys, and in a single-sex environment felt more 
confident.
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Single-sex schools have also enjoyed success in the United States. Since 1995, 
Harford Heights Elementary School in Baltimore has had optional single-sex classes to 
improve the performance of its poor black inner-city male students. A far cry from the 
student-centred approach in favour today, these all-male classes were very structured. 
Students were taught phonics and grammar, and their progress was monitored carefully. 
The teachers were encouraged to tap into the boys’ natural interests, such as sports, and 
also their natural competitiveness to promote academic achievement. It was reported that 
while lack of motivation and disengagement are problems for many boys, in particular 
young black males, the students at Harford Heights in single-sex classes were the very 
opposite of disengaged. The students were said to be so enthralled by all the positive 
attention they received that they hated to miss a single class (Hoff-Sommers, 2000).
Despite its apparent advantages, this approach to language learning needs to be 
examined cautiously. In a study by Barton (1998) describing a project for teaching 
languages to single-sex groups in an attempt to determine the possible causes o f male 
underachievement in modem languages, two interesting findings emerged. The girls 
seemed to enjoy academic and social benefits of the single-sex setting more quickly than 
the boys, and the boys appeared more insecure about their roles in the new setting and 
needed more time to adapt. Additional problems associated with all-male classes 
presented themselves when dealing with older boys. According to Barton (1998), 
teaching older all-male groups can be a challenging and, at times, unpleasant experience. 
As peer-pressure increases, adolescent and teenage boys often become more resistant and 
difficult to motivate in the second or foreign language classroom. Obviously, this single­
sex approach would not be appropriate in all schools and all situations. For example, in
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the previously mentioned study by Mirylees and Thomas (1998), it was reported that 
the most successful all-boy groups seemed to be those in which the boys got along well, 
were supportive of each other, and felt the class belonged to them and not the teacher. 
These conditions, amongst others, such as class size, and socialization concerns would 
clearly restrict the number of single-sex language classes offered by school boards.
The effectiveness of all-male schools may in fact be a moot point in the United 
States and Canada, where the idea of sex segregation has been strongly opposed by 
feminist groups. In 1989, for example, threats of lawsuits from the National Organization 
for Women (NOW) and the American Civil Liberties Union prevented Detroit public 
schools from proceeding with plans to implement all-male classes for at-risk boys. Other 
organizations, such as the National Women’s Law Centre, argued that single-sex schools 
may be justifiable, but only for girls, to compensate for past inequities (Hoff-Sommers, 
200Q). Unfortunately, such opposition may prevent educators in North America from 
determining whether all-male classes could be useful for underachieving and unmotivated 
boys,
Teaching Methodology
Given the unlikelihood of single-sex foreign language classrooms, other strategies 
need to be examined to improve male motivation and achievement in French and other 
modern foreign languages. According to a study by McEwan, Canadan, and Salters (as 
cited in McQuaid, 1988), boys would be less likely to perceive French as a “cissy” 
subject if a new teaching technique was used. The British approach known as Graded 
Objectives in Modem Languages (GOML) focuses on everyday conversational needs and 
awards certificates at each stage of the program.
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A survey among 2,654 students in elementary and secondary schools in Ireland 
compared the progress of equal numbers of students who had been taught by the 
traditional method and by GOML. The groups were matched by language aptitude, sex, 
age, location, and school size. Results showed that the GOML students found French to 
be more fun than the other group and had a higher regard for its usefulness. Boys in co-ed 
schools, the group that tended to see French as a feminine subject and to be the least well 
disposed to French people, responded well to GOML. Referring to the language as now 
being more relevant, the males in the study seemed to benefit from this approach. Graded 
Objectives in Modem Languages counteracted the trend for French to be perceived as 
purely an academic subject. The promise o f a certificate after each graded test appeared 
to motivate the less able. Teachers testified that even the least able students could now 
communicate in French. Detractors of this approach, however, criticized GOML as being 
of little challenge to more able students. Several teachers whose students actually 
participated in the above study criticized the program for being inflexible, allowing 
students to answer only set questions, and for requiring additional preparation (McEwan, 
Canadan, & Salters, as cited in McQuaid, 1988).
It may be that the male GOML students appreciated the greater emphasis on 
communicative goals and classroom activities that involved the use of authentic 
language. However, a similar communicative approach to teaching French has been 
implemented for now more than a decade in Ontario, and despite this seemingly more 
motivating approach, male participation in French class continues to decline after the 
mandatory Grade 9 year. It could be argued, however, that in spite o f being the dominant 
approach to teaching second and foreign languages in Canada, many language teachers
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may not actually be implementing the Communicative Approach in its true sense. 
Numerous researchers (Lapkin, Harley, & Taylor, 1993; Nunan, 1990; Smith, 1991) have 
raised the concern that very little research has been conducted on L2 teachers’ knowledge 
and understandings o f the Communicative Approach. In one o f the few Canadian studies 
that did in fact investigate this topic, Lewis (1995) reported that the teacher-participants 
often struggled and were unsure when attempting to implement the Communicative 
Approach in their FSL classrooms. As a result o f these studies, it could be hypothesized 
that a failure to consistently implement a true Communicative Approach may be what is 
impeding the success of this teaching methodology.
In spite of these arguments in defence o f the Communicative Approach, this 
methodology may very well possess attributes that place male students at a further 
disadvantage. Communicative language teaching encourages certain styles of interaction. 
Peer interaction, for example, is preferred over student-teacher exchanges, as is 
cooperation over competition. While studies have shown (Chavez, 2000) that female 
foreign language students prefer such a learning environment, male foreign language 
students, in contrast, thrive in teacher-led, competitive classrooms. A study by Chavez 
(2000) investigating the effects o f sex o f the student on student interaction in a foreign 
language environment casts further doubt on the motivational benefits for boys o f the 
Communicative Approach. The 201 participants in the study were first-year university 
students studying German. The results o f the study indicated that male students were 
more reluctant to work in groups than were females. Group work is an integral 
component o f the Communicative Approach. These results become cause for even greater 
concern given the fact that this disinclination of male students to work in groups was
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particularly evident in female-dominated classes. More than half of the males in these 
classes reported disliking cooperative work compared with only 3% o f the females. 
French classes in Canada are not only predominantly taught using the Communicative 
Approach, but they are also very often dominated by females.
Additional evidence exists that suggests males may have auditory deficits in 
comparison with females that might put them at an even greater disadvantage when 
learning a second or foreign language by means o f the Communicative Approach. In an 
experiment investigating visual and auditory skills (Powell, 1979), students aged 18-21 
were required to locate a target letter or target sound. While there were no reported 
differences between the sexes in their abilities to locate a sound in a word presented 
visually, in purely auditory tasks, however, the females were able to respond more 
quickly, and were able to match sounds to words more accurately. Although biological 
differences between the sexes that indicate female language learning superiority can be 
challenged, and in fact, were challenged earlier in this paper, if  there is any truth to the 
above-mentioned finding, this o f course would put males at an even greater disadvantage 
when taught by the Communicative Approach. According to this methodology, new 
material is to be introduced orally. The reluctance of teachers to introduce written 
equivalents o f dialogues too soon might be having a negative influence on both male 
motivation and achievement.
It has also been suggested that instead of teaching French as a subject in itself, it 
should be used as a medium of communication in other subject areas. In a report by 
Salter (1995) on an experiment where a science lesson was taught in French, the 
researcher reported that out of the 20 male students 16 enjoyed the class. While this
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approach would undoubtedly have its benefits, there are also a number of practical 
problems. This French immersion style approach would now require French teachers to 
have native-like fluency at a time when school boards are already scrambling to find 
teachers who have a working knowledge of the French language. Furthermore, as any 
experienced French immersion teacher will attest, French immersion is not suitable for 
every student. Those students who struggle with the language would not only be putting 
their French language skills at risk, but also the skills they are attempting to learn in the 
other subject.
Boys appear to respond particularly well to teachers who are mobile, moving 
around the classroom rather than remaining stationary, which is more demanding on 
student attention. Liveliness and spontaneity are also appreciated (Barton, 1998). Barton 
also found that boys respond well to openness and honesty. They appreciate teachers who 
admit that they have made an error, or who apologize for an omission. Respect is also 
conveyed by teachers who demonstrate an awareness o f students’ needs. One of the 
teachers involved in Barton’s study, who was viewed positively by the male students, 
finished a lesson a few minutes early as he was aware that he had exhausted the attention 
span of the class.
Other appropriate teaching strategies suggested by Barton when working with 
boys include using sports and business terminology to engage their interests. Teachers are 
encouraged to present the objectives o f the lesson at the beginning of the lesson so that 
the boys can see what they are going to achieve. Emphasizing the relevance of languages 
in careers through male role models may be a way o f increasing instrumental motivation 
in male students. Boys at all age levels enjoy playing games, and competing against
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others. Even boring grammar exercises can be made more interesting when presented 
as a game. Boys also seem to benefit motivationally from tests. They appear to enjoy 
tests, in particular, when they are presented as a competition.
The consistent use of praise and presenting tasks as difficult challenges that will 
require a great deal o f concentration to master, also appear to be effective when working 
with boys. Boys respond extremely well to being challenged and praised frequently. The 
use of consistent praise was found to be particularly beneficial to boys in a study by Place 
(1997). Setting out to improve the achievement o f boys in her own high school French 
class, the researcher referred back to memories of the important role praise played in her 
own learning o f the clarinet. In response, a list o f praise words in French were drawn up, 
and the researcher made a conscientious effort to use some of the words everyday with 
her male students. In a short period o f time the researcher did, in fact, notice that the 
consistent praise had generated a new interest and enthusiasm amongst the boys.
In this same study, it was noticed that male students were more unorganized than 
their female counterparts. They had difficulty keeping neat, organized notes, and 
struggled to differentiate between what was important in their French notebooks and what 
was not. Furthermore, it was found that this lack of organization was affecting boys’ 
motivation. Male students were reluctant to study for French tests, due to the daunting 
task of sifting through their messy, unorganized notebooks (Place, 1997). In order to deal 
with this problem the researcher helped all students organize their folders and notebooks 
by pointing out which sheets were of importance and which ones could be discarded.
After such a lesson on organization, the male students found their French notebooks and 
folders much more manageable (Place, 1997).
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While attempting to further assist her male students revise for tests, Place
(1997) found that many male students perceived French, due to its distinctive nature, as a 
subject for which one cannot study or prepare. The researcher set out to rectify this 
misconception by having her students brainstorm a list o f strategies they used in French 
class. In subsequent lessons they went over the strategies together. The male students, in 
particular, responded well to this idea, because it was their ideas that were drawn up and 
discussed, not the ideas o f the teacher (Place, 1997). As previously mentioned, a sense of 
autonomy and independence is perceived by boys to be lacking in modern foreign 
language classes (Harris, 1998).
Mandatory Enrolment in FSL
Another possible route to improve the status of French, especially at the 
secondary level, is to have it become a mandatory subject that students must take every 
year in order to graduate. If French was given the same importance as other core 
subjects, such as math and science, boys would not only be forced to enroll in French 
courses, but they would also be under greater pressure (from parents, teachers, and 
themselves) to do well. Many secondary schools in the UK have adopted such a policy. 
Students up to the age o f 16 are required to study a foreign language. In a study by Clark 
and Trafford (1995), examining differences in attitudes between girls and boys studying 
foreign languages, all o f the participating schools had adopted a similar foreign language 
policy. Although some of the staff felt that this new policy had caused some resentment 
amongst the students, the study of foreign languages was becoming more accepted as a 
core subject, along with English, math, and science.
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The problem, however, with this idea is that if French becomes a mandatory 
subject throughout high school, but every other aspect of the program remains 
unchanged, boys will most likely continue to under-achieve, but now only in far greater 
numbers. An additional problem is that o f scheduling. The Ontario government has 
recently eliminated the fifth and final year o f high school, requiring students to compress 
what was once completed in 5 years to what now should be done in just 4. Regardless of 
whether or not they wish to take a French course, secondary students with an already full 
schedule may not be able to fit in an additional mandatory French course each year.
Following a similar train of thought, if  French was perhaps made mandatory not 
throughout secondary school, but for at least one additional year, many of the 
unmotivated behaviours exhibited by boys might decrease. If boys were more motivated 
to learn French by the end o f Grade 10, they might be less likely to drop French class 
from their schedules in Grade 11. Gardner and Smythe (1975), for example, found that 
Grade 7 students had highly positive attitudes toward learning French and students in 
Grades 8, 9, and 10 had far less favourable attitudes. However, by Grade 11, the students’ 
initial eagerness to learn French had returned. There are affective factors regarding age to 
consider when discussing L2 motivation and gender differences. Identity is intrinsically 
linked to language (Whitehead, 1996). Therefore, the acquisition o f a L2 may be seen as 
a threat to one’s identity. However, the acquisition o f a new language does not pose a 
serious threat to a child’s language ego, as his/her identity is still being developed. 
Furthermore, children often are less inhibited, and as a result are more likely to take risks 
with the language. As we grow older we become more self-conscious. This is particularly 
relevant for teachers of adolescent students. It is important to remember that females
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mature more quickly than do males. Adolescence, a crucial period in the development 
of one’s identity, often begins as much as two years earlier for girls than boys. Therefore, 
many of the unmotivated behaviours exhibited by males in Grade 9, for example, should 
also be evident with female students in Grade 7. Over the past 10 years of teaching 
French immersion, the observations o f this researcher and many colleagues would seem 
to support this notion. Intermediate level female students are often reluctant to speak in 
French. They exhibit increased anxiety and embarrassment when required to speak 
French, and, in general, appear less motivated to excel in the French classroom than their 
male counterparts. These same male counterparts, in comparison with their female 
classmates, in many ways, still appear to be little boys. It is important to once again 
reiterate that children are less inhibited and more likely to take the risks so often required 
in French class. Intermediate level “boys” would, therefore, be more motivated in the 
French classroom than their “young women” classmates. Although it may be that both 
sexes experience adolescence and all the associated angst and insecurities that go along 
with it, the consequences for boys in FSL are more severe in that boys are in the throes of 
adolescence at the time when they are given the choice o f whether or not to continue 
studying French. They are in essence required to make an adult decision when they are 
still children. During this same time period, girls are, in general, past the stage of 
adolescence and perhaps better able to make such an important decision. Extending the 
required study o f French to perhaps the end of Grade 10 may see boys through their 
awkward adolescent phase. By the end of Grade 10, boys should have a more established 
sense of their identity and feel less threatened by the acquisition o f a new language. As a
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result, these more “mature” boys may be more likely to continue their studies o f the 
French language.
Studies investigating the work habits o f boys as they mature may, in fact, lend 
some support to the notion of prolonging mandatory enrolment in French until at least the 
age of 16. In the previously mentioned study by Diffey et al. (2001), the researchers 
found that Grade 9 Canadian students felt that girls their age were more interested in 
school work. This same sentiment was not expressed, however, by Grade 10 Canadian 
students, suggesting perhaps a change in maturity. Elwood and Comber (1996) also 
reported a shift in performance patterns that occurs between 16 and 18 years o f age.
Boys who had been performing poorly in comparison with their female classmates 
throughout the early years o f secondary school, by the age o f 18 were leaving high school 
better qualified, as shown by the higher proportion of top grades obtained. There appears 
to be a shift at this stage o f schooling that enables working hard at school to be an 
acceptable form of masculinity. This trend would seem to continue on into adulthood as 
the harder a man works at his job or career the more masculine he appears. This shift is 
candidly described by a male student in a study by Mac an Ghaill (1994):
Up to 16, um, I was like a complete write-off. All of the boys in my school 
were a complete write-off. All we used to do was just riot and really 
hassle the student teachers and that sort of stuff and the girls used to be the 
ones. The girls used to be the ones, y’know, it was the girls who got ten As 
and the boys used to get like y’know, half a dozen, or whatever and then at A 
level everything changed and there was a big difference, (p. 164)
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A growing number o f school boards are becoming aware of factors, such as age 
and maturity that may be influencing attrition in FSL. Several provinces have, in fact, 
undertaken surveys o f students to investigate attrition in FSL programs. One such survey 
conducted by the Atlantic Provinces Education Foundation (2002) surveyed 
approximately 3000 students in Grade 11 who were no longer studying French in high 
school. The results o f the survey indicated that the students were disillusioned with their 
lack of progress and their inability to express themselves in French after several years of 
studying the language. Other common reasons provided by the students for discontinuing 
the study of French were that the work was difficult and that their poor marks in French 
class were negatively affecting their overall average in school.
In light of the numerous studies mentioned above, there appears to be a growing 
awareness o f the need to motivate male students to learn foreign and second languages. 
Unfortunately for Canadian students, however, the large majority o f these studies are of 
British origin. While the plight o f boys in modem foreign languages has been widely 
publicized and researched in the United Kingdom, this problem is only beginning to 
attract national attention in Canada. While research projects have been initiated in 
provinces such as Nova Scotia, New Brunswick, Prince Edward Island, and 
Newfoundland and Labrador (Canadian Parents for French, 2001) to investigate reasons 
for attrition in FSL programs, efforts also need to be made at a more local level. For 
instance, at York University’s Glendon College, with its 21 bilingual programs, an 
attempt is being made to encourage secondary students to pursue FSL studies. Through 
an agreement with Leaside High School in Toronto, secondary school students will be 
allowed to attend selected university French courses, participate in French cultural
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events, and benefit from lectures given at their school by Glendon College professors 
(Canadian Parents for French, 2001). Similar partnerships between other universities, 
French language communities, and high schools may help to increase the attractiveness 
o f FSL courses not only to males, but to all secondary school students.
Research Questions and Hypotheses
Before investigating factors that influence L2 motivation, the study attempted to 
determine if gender differences do in fact exist in regard to the degree of motivation to 
learn French. Since desire and effort are commonly used to define motivation, the first 
questions to be asked in this study are the following:
• Is there a difference in male and female desire to learn French?
• Is there a difference in the amount of effort males and females expend to 
achieve the goal o f learning French?
In light of the previously mentioned research, it is apparent that these two 
components o f motivation, effort and desire, are influenced by a number o f other factors. 
Herein lies the next question addressed in this study. Are there gender differences in 
regard to these factors influencing L2 motivation? The model designed for this study is a 
composite of several previously used, influential models, particularly those of Crookes 
and Schmidt (1991), Domyei (1990), Oxford and Shearin (1994), and Tremblay and 
Gardner (1995). The following factors influencing L2 motivation were included in this 
model:
• Integrative/Instrumental Orientation
• Self-efficacy and Anxiety
• Self-determination
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• Intrinsic/Extrinsic Orientation
• Encouragement to Study French
• Goal Salience
• Tolerance of Ambiguity
• Student Perceptions o f the French Language
In regard to the initial questions asked in this study, it was hypothesized that 
female students would be more motivated to learn French than their male counterparts. 
That is to say, female students would exhibit a stronger desire to learn French and would 
put forth more effort to learn the language than male students. With respect to the next 
question, it was hypothesized that male students in FSL would be more instrumentally 
and extrinsically oriented and less integratively and intrinsically oriented than female 
students. It was also hypothesized that male students would perceive themselves to have 
less internal control over their results in the FSL classroom than do females. It was 
hypothesized that males would experience greater French class anxiety and lower self- 
efficacy, goal salience and tolerance of ambiguity than their female counterparts. It was 
further hypothesized that male students would have more negative perceptions o f the 
French language than female students in FSL. Lastly, it was hypothesized that male 
students in FSL would receive less encouragement from their teachers, parents, and peers 
to pursue the study of French.
Significance o f the Study
French is one o f Canada’s two official languages and is part o f its national 
heritage. Almost 7 million Canadians are francophone, approximately 25% of the 
population (Commissioner of Official Languages, 1998). On a world-wide scale, the
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Francophone presence is increasing. There are 52 countries in the world where 
French is one of the dominant languages spoken. Over 110 million people report French 
to be their first language, while still another 60 million people report that they are fluent 
in French and another 100 million or more are presently learning the language (Canadian 
Department of Foreign Affairs and International Trade, 2002). The fact that a growing 
number of Canadian students, in particular boys, are not interested in learning such an 
influential language, and as a result preventing themselves from associating and 
interacting with one-quarter o f the Canadian population is surely cause for concern for all 
Canadians. If one were to consider that the findings o f this study were not just applicable 
to students learning French, but in fact to students learning any second or foreign 
language, the implications could be o f considerable educational and social significance.
Remaining focused on Canadian students learning French, the findings of this 
study are still highly significant. Boys who do not study French are not only depriving 
themselves o f the opportunity to communicate with Francophones, they are also 
depriving themselves o f many job opportunities. French is an important language for 
business and public service in Canada. Close to 60% of all public service jobs in the 
Ottawa region require the employee to be bilingual (Commissioner of Official 
Languages, 1998). While these numbers are lower outside o f Ottawa, they are still 
significapt. In a report by Canadian Parents for French (2001), it was stated that 10 of 
Canada’s 13 largest companies felt that knowledge of French and English would be a 
positive asset for job applicants, and that if two applicants had similar skills, the fact that 
one was bilingual would influence the hiring decision. This study should be of interest to 
all students, male and female alike, who one day wish to gain successful employment. In
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today’s challenging job market Canadian students need every possible advantage 
available in order to secure a good job.
Students who drop French class also face possible financial consequences. A 
recent report (as cited in Aubry, 2003) has revealed that Canadians who are able to 
communicate in French and English earn, on average, more than $2000 more than their 
unilingual counterparts. In Ontario, bilingual workers earn 10% more than those who can 
only speak English. In the report, It Pays to be Bilingual in Canada, it was stated that an 
English-only speaker in Ontario can expect to earn on average $32, 778, while a worker 
capable of speaking both of Canada’s official languages can expect to earn on average 
$36,719. The salary-gap found in Toronto is even more marked, with a 30% difference 
between bilingual people and those who can only speak English. Although less striking, 
differences in annual income were reported even in provinces distant from Quebec. 
Bilingual residents o f British Columbia, for example, earn on average $1,580 more than 
those people who can speak English, but not French. In a country where males are still 
often stereotyped as “the breadwinners”, perhaps the prospect of a smaller paycheque 
may open the eyes of Canadian males to the importance of learning French.
In an increasingly global economy, the ability to communicate in other languages 
will become more and more valuable. Interest in foreign languages is on the rise in other 
parts of the world, particularly in the United States and Europe. Currently, Canada has 
fewer bilingual people than does Britain, which ranks lowest among the European 
countries for L2 skills (Privy Council Office, 2003). This global economy is particularly 
troublesome for English-speaking Canadians, like the ones involved in the present study. 
In a study by Graddol (2004), it was reported that the future dominance o f the English
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language is becoming more uncertain as the percentage of the world’s population that 
speaks English as a native language continues to decrease. The study goes on to report 
that monolingual speakers of English will experience growing difficulty in employment 
and political life, and are likely to become bewildered by many aspects of society and 
culture around them. Canadian parents who wish to ensure that their children are 
adequately prepared for this job market and diverse society may wish to consider the 
findings of this study. In fact, according to a recent poll conducted by the Centre for 
Research and Information on Canada (2002), 86% of all Canadian parents (and 82% of 
Anglophone parents) think it is important for their children to learn a L2. Moreover, 75% 
believe this L2 should be French.
As it is a goal of the Canadian education system to produce citizens who are able 
to fully participate in Canadian society and to produce qualified workers to fill bilingual 
posts, this study should also be of interest to Canadian educators. In particular, French 
teachers, along with administrators and curriculum designers, should consider this study 
significant in order to make programs and students as successful as possible.
The results o f this study should be of particular interest to the federal government, 
in light of its Action Plan to increase bilingualism in Canada (Privy Council Office,
2003). Currently, the proportion of bilingual Francophones and Anglophones in the 15 to 
19 age group is approximately 24%. The objective of the Action Plan is to raise this 
proportion to 50% by 2013. In the next 5 years, the Government of Canada plans to 
invest over $750 million to provide assistance to the provinces and territories in 
achieving this objective. From these funds, $137 million have been specifically ear­
marked to improve L2 programs, such as core French. The budgets for the associated
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Official Language Monitors Program and Summer Language Bursary Program have 
also been increased by over $35 million. All o f these funds are in addition to the existing 
$929 million provided by the federal government to the provinces and territories, over a 
5-year period, to offset some of the costs associated with L2 programs. With such lofty 
goals, and with such an impressive influx of money to achieve these goals, the federal 
government should indeed be interested in a study investigating why so many males are 
not interested in learning French. Such an interest should also be shared by organizations, 
such as Canadian Parents for French, and others who have a keen interest in the 
promotion of Canada’s two official languages.
Although the poor performance of boys in modem foreign languages has in recent 
years received a great deal o f attention in the United Kingdom (Barton, 1998; Callaghan, 
1998; Harris, 2000; Maubach & Morgan, 2001; Taylor, 2000; Williams et al., 2002), very 
little attention has been paid to this concern in Canada. While these studies may be useful 
to Canadian educators o f modem foreign languages, the Canadian situation is somewhat 
unique. The British studies do not deal uniquely with French, but instead focus on 
modem foreign languages, including French, German and Spanish. In response to the 
reported lack of student motivation to learn French, some British researchers (Williams et 
al., 2002) have proposed introducing students to other foreign languages, such as German 
and Spanish, before offering courses in French. Clearly this would not be appropriate in 
Canada. French is not considered a foreign language in this country. French is spoken by 
a large percentage of Canadians, and thus, is considered a L2. It is part of Canada’s 
heritage. Studies need to be done to investigate why young Canadian males are losing 
interest in a language that is such an integral part of their nation’s history.




All Grade 9 students from a southwestern Ontario school board actively enrolled 
in core French as a second language (FSL) were invited to participate in this study. At the 
time of the study, there were 1683 students enrolled in Grade 9 FSL in the 13 secondary 
schools within this school board (P. Pope, personal communication, January 7,2004).
The number of students that was actually available to participate in the study was, 
however, far less. Of the 13 area high schools, three chose not to participate. In addition, 
of the remaining 10 schools, six were semestered. Many students attending these schools 
were not to be actively enrolled in French until the following semester, and as a result 
could not participate in the study. In the end, 985 students were provided with the 
necessary parental consent forms, and 490 completed the questionnaire. The response 
rate was approximately 50%. Of these 490 students, 254 were females and 236 were 
males. Although the ages o f the student-participants varied from 13 to 18, the large 
majority o f these students were 14 years old (74%). Almost 400 of the student- 
participants (80%) reported having a female French teacher at the time of the study, 
compared to 20% that reported having a male French teacher. Similar numbers (76.7%) 
reported to have had only female French teachers over the past 3 years, compared to 
20.8% that had experienced both male and female French teachers, and a mere 2.4% that 
had been taught by only male French teachers during the past 3 years. The student- 
participants came from all the urban and rural parts of the school board’s catchment area,
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from diverse socio-economic backgrounds, and possessed a wide variety of cognitive 
abilities and attitudes to second language (L2) study. This large and diverse group of 
participants provided a fairly representative cross-section of Grade 9 students in Ontario.
From the 490 student-participants, 8 students (4 females and 4 males) were 
selected to participate in interviews. Stratified random sampling was used to select these 
students in order to ensure that males and females were equally represented. The 8 
students were selected from urban, rural, inner-city, and suburban high schools in an 
effort to ensure the sample was more representative of the population. Of these 8 
students, 5 were planning to continue studying French in Grade 10, 2 were intending to 
drop French after Grade 9, and 1 student had not yet decided. Two of the students were 
13 years old at the time of the interviews and the remaining 6 were 14 years old.
Grade 9 core French students were chosen as participants for a number of reasons. 
The core approach to learning French continues to be the dominant instructional mode in 
Canada despite the current interest in French immersion and extended French programs. 
In Ontario elementary and secondary schools, for example, in 2000-2001 there were 
907,795 students enrolled in core French compared with 117,985 students in French 
immersion and 33,059 students in extended French (Canadian Parents for French, 2002). 
Furthermore, studies have shown that intermediate level students, such as those in Grade 
9, tend to express negative attitudes toward FSL (Burstall, 1975; Domyei & Clement, 
2001; Powell & Batters, 1985; Smith & Massey, 1987; Stern, 1982; Williams et al.,
2002). It is these students in Grade 9 who are given the choice of whether or not to 
continue French studies. In Ontario, Grade 9 is the last year where students are required 
to take a course in French. An alarming number of students, in particular males, are
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deciding not to continue studying French after this mandatory year. While enrolment 
in FSL programs in Canadian publicly funded (including Roman Catholic) schools has 
risen by 32% from 1970-71 to 1990-91, most of this increase has occurred at the 
elementary level. During this same time period, enrolment in FSL at the secondary level 
has dropped from 56% to 47% of eligible students. The largest decline in enrolment, from 
73% in 1971 to 46% in 1991, has been at the end of the Grade 9 year (Statistics Canada, 
1992). More recent numbers continue to indicate an alarming decline in FSL enrolment 
after Grade 9. Although 72,193 Grade 9 students in Ontario were enrolled in core French 
in 1999-2000, only 16,192 of these students continued to study French in Grade 10 
(Canadian Parents for French, 2002). It is essential to determine why so many 14-15 year 
old students in Canada are losing interest in learning French.
The use of Grade 9 students as participants also helped to fill a void in empirical 
studies involving this age group. Although studies involving student attitudes toward 
foreign and L2 learning are well documented, the bulk of such research has been carried 
out among adult learners (Powell & Batters, 1985). A similar observation was expressed 
by Diffey et al. (2001). The researchers felt that a disproportionate number of studies on 
the various aspects of L2 learning involved either young children or adult learners, and 
that relatively few studies in this area involved adolescent participants.
Grade 9 FSL teachers whose students took part in the study were also asked to 
participate in interviews. These teachers were chosen in order to help explain and 
elaborate on the results obtained from the student questionnaires. As the study involved 
10 different secondary schools and some of these schools had only one teacher actively 
teaching Grade 9 FSL at the time of data-collection, the sample size o f teacher-
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participants was small. The 6 teachers (3 females and 3 males) who were interviewed, 
however, represented a very diverse sample of professionals. Not only were they diverse 
in their work locations, but also in their ages, experiences, and responsibilities. Total 
teaching experience among the 6 teacher-participants equaled 93 years of teaching 
French, and individually ranged from as little as 3 years experience to over 30 years. 
Three of the teachers were head of the Language Department at their respective schools, 
and 1 of the teachers also taught German.
Instruments
Data were collected from the student-participants with the use of a questionnaire 
(see Appendix A). This questionnaire was an adaptation of the following instruments: the 
Attitude Motivation Test Battery (Gardner et al., 1979), the Second Language Tolerance 
of Ambiguity Scale (Ely, 1995), the Self-Report Scale o f Intrinsic Versus Extrinsic 
Orientation in the Classroom (Harter, 1981), Tremblay and Gardner’s (1995) Causal 
Attribution and Goal Salience Measure, and the Grade 9 French Survey (Netten, et al., 
1999). The researchers who developed the various instruments were contacted, and 
permission was granted to use their respective questionnaires in this study. Information 
pertaining to each of these instruments is provided below.
The Attitude/Motivation Test Battery
The following scales along with their reliability coefficients (in brackets) are from 
the Attitude Motivation Test Battery (Gardner et al., 1979). This battery was chosen for a 
variety o f reasons. It is reported to have high internal consistency and test retest 
reliability coefficients. In addition, numerous researchers have reported the validity o f the 
AMTB. Some parts of the AMTB were omitted due to its excessive length and
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restrictions imposed by the participating school board. Several questions in the 
AMTB deal specifically with student attitudes toward their French teacher, as well as 
toward various French class activities (Gardner et al., 1979). The school board involved 
in this study did not wish to have its students appraising its teachers or its classroom 
activities. In order to obtain permission to conduct the study these questions were 
removed.
Motivational Intensity (.821
The purpose of this scale is to measure the amount of effort expended learning 
French. Effort, along with Desire, was stated by Gardner (1985) to be key components of 
motivation. This scale was therefore used to explore gender differences in the degree of 
L2 motivation. The scale consists of five positively worded and five negatively worded 
items. Items 1, 5, 12, 17,22, 27, 31, 33, 36, and 38 in Section B of the questionnaire 
pertain to Motivational Intensity. A high score represents a considerable effort expended 
to study French.
Desire to Learn French (.891
As stated above, Desire to learn French was considered by Gardner (1985) to be a 
key component o f motivation. This scale was used in conjunction with the scale of 
Motivational Intensity to fiirther investigate possible gender differences in L2 motivation. 
Five positively worded and five negatively worded items are included in the scale. Items 
4, 7, 10, 15, 18,23,25, 30,40, and 41 in Section B of the questionnaire pertain to Desire 
to Learn French. A high score on this measure represents a strong desire to study French.
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Integrative Orientation (.861
This scale consists of four positively worded items, and represents the extent to 
which students seek to learn French for integrative reasons. The measure for Integrative 
Orientation involves items 2, 11, 34, and 43 in Section B of the questionnaire.
Instrumental Orientation (.831
This scale consists of four positively worded items assessing the degree to which 
students seek to learn French for pragmatic reasons. Items 6,16, 28, and 39 in Section B 
of the questionnaire pertain to Instrumental Orientation.
French Class Anxiety (.11')
This scale consists of five negatively worded items reflecting a student’s degree 
of comfort while participating in French class. Items 3, 8, 13, 20, and 35 in Section B of 
the questionnaire deal with anxiety in the French classroom.
Parental Encouragement (.89)
The 10 positively worded items in this scale include items 9, 14,19,21,24,26, 
29, 32, 37, and 42 in Section B of the questionnaire. These items assess the extent to 
which students feel their parents support them in their study of French.
Causal Attribution Measure
The Causal Attribution Measure designed by Tremblay and Gardner (1995) refers 
specifically to a language learning context. Causal attribution is closely associated with 
the concept of self-determination in that both terms refer to sources of control (internal or 
external) over events. The three scales used to measure causal attribution or self- 
determination are based on the three causal attributions of Effort, Context, and Luck. 
Internal consistency reliability coefficients are, again, indicated in brackets. Due to the
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relatively low assessments of reliability for each of these three sub-scales, the results 
from this measure need to be considered cautiously. A total o f three items are included 
for each of the following three sub-scales:
Effort-Failure (.531
This scale represents the degree to which one ascribes failure in French to lack of 
effort. A sample item for this scale is, “When I receive a poor grade in my French class, it 
is because I haven’t studied enough.” A high score on this scale would indicate an 
internal locus of control. Items 1,4, and 8 in Section C of the questionnaire pertain to 
Effort.
Context-Failure ('.60')
This scale measures the degree to which one ascribes failure in French to the 
context. A sample item for this scale is, “When I receive a low grade in French class, it is 
because my teacher failed to make the course interesting.” A high score in this scale 
would indicate an external locus of control. This sub-scale is represented by items 2, 13, 
and 20 in Section C of the questionnaire.
Luck-Success (.48)
This measure assesses the degree to which one ascribes success in French to luck. 
A sample item for this scale is, “When I receive a high grade in French, I believe that I 
have been lucky.” A high score in this scale would indicate an external locus of control. 
This sub-scale includes items 3, 9, and 16 in Section C of the questionnaire.
Goal Salience Measure
The Goal Salience Measure was also designed by Tremblay and Gardner (1995) 
and refers specifically to a language learning context. The two sub-scales used to measure
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goal salience, along with their respective assessments of internal consistency 
reliability coefficients (in brackets), are Goal Specificity (.73) and Goal Frequency (.78). 
Each sub-scale contains a total of eight items. High scores on this measure would indicate 
the establishment of specific goals with respect to the French course, and the use of 
frequent goal strategies to learn French. A goal strategy may be to make a list of things 
that need to be done in the French course. Items 5,6, 11, 15, 18,23,24, and 25 in Section 
C of the questionnaire pertain to Goal Frequency and items 7, 10 ,12,14,17,19,21, and 
22, also in Section C of the questionnaire, pertain to Goal Specificity.
Self-Report Scale of Intrinsic Versus Extrinsic Orientation
This scale, designed by Harter (1981), was used to measure student intrinsic and 
extrinsic motivation. Three sub-scales (Challenge, Mastery, and Curiosity) were used as 
part of this measure. The sub-scales tapped issues involving what the child liked to do, 
wanted to do, and preferred to do. A child with a high score in these sub-scales is 
revealing that he/she prefers challenging work over easy work, that he/she is motivated to 
learn for his/her own satisfaction rather than to get good grades and please the teacher, 
and that his/her learning is not motivated by a desire to please the teacher, but rather to 
satisfy an internal curiosity. In other words, a child with a high score is intrinsically 
motivated. This scale was selected as great efforts were made by the author to ensure its 
reliability and validity. The reliability of each sub-scale was assessed by using a 
reliability coefficient that provided an index of internal consistency. Assessments 
revealed reliabilities of .86 for the sub-scale Challenge, .53 for Mastery, and .65 for 
Curiosity. The scales were designed to be administered to students in Grades 3 to 9, thus 
ensuring its suitability for the Grade 9 participants in the present study. Items 1, 4, 7, 10,
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13, and 16 pertain to Challenge, whereas items 3, 6, 9, 12,15, and 18 pertain to 
Mastery, and items 2, 5, 8,11,14, and 17 to Curiosity. All items dealing with 
intrinsic/extrinsic motivation are found in Section D of the questionnaire.
Peer and Teacher Encouragement
The five items included in this scale assess the degree of encouragement students 
perceive themselves to receive from teachers and peers to study French. These five items 
include items 3, 6, 9,12, and 15 in Section E of the questionnaire. The items are from the 
Grade 9 French Survey (Netten et al., 1999). Items from this survey were used for the 
questionnaire in the present study for a number of reasons. The survey was designed to 
investigate attitudes to the study of French. In addition, the survey was intended to be 
administered to Grade 9 students, ensuring its suitability for the present study, which also 
involved Grade 9 students. Reliability coefficients for this measure were assessed at .43. 
Due to this relatively low score, the results from this measure need to considered 
cautiously. A high score on this scale would indicate a high level o f peer and teacher 
encouragement.
Student Perceptions o f the French Language
Five positively worded items were included in this measure to assess student 
perceptions of the French language. This scale was designed by the researcher of the 
present study in hope of uncovering interesting differences between genders in how the 
French language is perceived. Items 1, 4, 7, 10, and 13 in Section E of the questionnaire 
pertain to Student Perceptions of French. Reliability coefficients for this measure were 
assessed at .62.
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Self-efficacy
Five positively worded items were included in the questionnaire to measure 
student self-efficacy in a FSL environment. Items 2, 5, 8, 11, and 14 in Section E of the 
questionnaire deal with self-efficacy. These items are from the Grade 9 French Survey 
designed by Netten et al. (1999). This measure was specifically designed to investigate 
attitudes to the study of French in a Canadian context. In addition, the items used were 
intended to be administered to Grade 9 students, ensuring their suitability for the present 
study, which also involved Grade 9 students. Reliability coefficients for this measure 
were assessed at .84.
Second Language Tolerance of Ambiguity
The Second Language Tolerance of Ambiguity Scale (Ely, 1995) was designed 
specifically to measure individual differences in a L2 learning environment. The 12 
items contained in this measure represent various aspects of language learning and use, 
including pronunciation, speaking, listening, reading comprehension, lexical 
development, and grammar learning. The items have been refined numerous times, 
following pilot testing, to ensure high reliability. All 12 items in Section F of the 
questionnaire deal with Tolerance of Ambiguity. Reliability coefficients for this measure 
were assessed at .90. A high score on this measure would indicate a low tolerance of L2 
ambiguity.
Organization of Questionnaire
The questionnaire developed for the present study was divided into six sections. 
Section A requested background information about the participants, such as their sex, 
age, and plans for continuing French studies, as well as information about the sex of their
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French teachers. Sections B to F required students to circle a number on a 7-point 
Likert scale that best represented their response to a number of statements pertaining to 
the various research questions. A 7-point scale was chosen to be used throughout this 
study in order to maintain consistency and to conform with Gardner’s Attitude 
Motivation Test Battery (Gardner at al., 1979), which was the inspiration for many of the 
scales used in the study, and which also used a 7-point Likert scale. An answer of 7 on 
this scale would indicate strong agreement and an answer of 1 strong disagreement. In 
Section B, students were asked to respond to a number of statements relating to their 
desire to learn French and their motivational intensity. Section B was also intended to 
elicit information pertaining to various factors mentioned earlier that influence L2 
motivation, such as integrative/instrumental orientation, parental encouragement and 
anxiety. The purpose of Section C was to investigate self-determination, and goal- 
salience. In Section D, students were asked to respond to a number of items pertaining to 
intrinsic and extrinsic motivation. Peer and teacher encouragement, self-efficacy and 
student perceptions of the French language were explored in Section E, and lastly, 
differences in tolerance of ambiguity were analyzed in Section F.
Student and Teacher Interviews
The eight student-interviews lasted approximately 30 minutes each. Due to time 
limits on the student interviews imposed by the participating school board, areas where 
no significant differences were found in the quantitative phase of the study were not 
pursued in the interviews. During the interviews, a number of open-ended questions were 
asked. The nature o f the questions was dependent on the findings of the quantitative 
phase of the study. That is to say, questions asked during the student-interviews were
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intended to validate and elaborate upon the significant differences reported in the data 
analysis of the questionnaires. Questions pertaining to each motivational factor 
investigated followed a very similar format. Students were initially asked what gender 
differences, if any, they noticed in regard to the motivational factor in their FSL 
classroom. The students were then asked to speculate why, in their opinions, possible 
gender differences may exist in regard to this area, and what do they feel can be done to 
address such possible differences. A sample of the questions asked pertaining to Goal 
Setting is provided below.
• What differences, if any, have you noticed in regard to the use o f goals by 
boys and girls in your French class?
• In your Grade 9 French class, does one gender set goals more frequently 
than the other?
• In your French class, do you think that one gender sets more specific goals 
than the other?
• If one gender did set more frequent and specific goals than the other in 
Grade 9 core French, why do you think this might be?
• If one sex did set more frequent and specific goals in Grade 9 core French, 
what do you think could be done to fix this problem?
The inclusion of student interviews did not merely provide an additional source of 
data to complement and perhaps reinforce the information provided by the student 
questionnaires. The inclusion of student interviews also allowed for the input of the 
student voice, whose importance in educational research is increasingly recognized 
(Erickson & Schultz, 1992; Hodgkin, 1998; Levin, 1995; Rudduck, 1996). In fact, a
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recent study conducted in England on boys’ underachievement in modern foreign 
languages (Jones & Jones, 2001) placed emphasis on the student voice in research. In this 
study, the researchers demonstrated that the perceptions of foreign language students 
were worthy of investigation by accompanying each student quotation on topics such as 
cultural awareness and attitude with data from previous studies supporting the student 
views. While the student voice was not the focal point of the present study, its value was 
not underestimated.
The teacher interviews lasted approximately 30-45 minutes each. A number of 
open-ended questions were asked during these interviews. The nature of the questions 
was, again, dependent on the findings of the quantitative phase of the study. The 
questions pertaining to each motivational factor investigated during the teacher 
interviews followed a format very similar to the sample provided earlier for the student 
interviews.
Document Analysis
Data were also collected by means of a third source. While exploring the 
underlying reasons behind negative student attitudes and perceptions toward the study of 
French during the student and teacher interviews, Ministry of Education guidelines and 
inadequate funding were mentioned by several participants as contributing factors. Based 
on these repeated concerns, an analysis o f relevant documentation published by federal 
and provincial governments in Canada, as well as other L2 stakeholders, was conducted. 
Communications held between the researcher and a number of L2 stakeholders were also 
included as part of this document analysis.
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Design and Procedure
In this study, an explanatory mixed method design (Creswell, 2002) was used to 
examine the relationship between gender and L2 motivation. Characteristic of this type of 
design, a greater emphasis was placed on quantitative data collection and analysis. 
Quantitative data were first collected, followed by two small qualitative components. 
Although the quantitative and qualitative data collection process represented two separate 
phases of the research, and are presented as such in the method’s and results’ sections, 
the findings are integrated in the discussion section.
Quantitative data were collected from student-participants by means of the 
questionnaire. The questionnaire used in this study was designed to require one 40 
minute period to complete. Before administering the questionnaire to Grade 9 FSL 
students, it was piloted on a group of Grade 8 students at an elementary school within the 
participating school board. The intent of piloting the questionnaire was to ensure that it 
could be completed by students in the allotted amount of time, and to verify that all items 
could be understood by the student-participants. No problems were encountered during 
this piloting session. The questionnaire was administered by the researcher. In having the 
researcher administer the questionnaire and not the French teacher, it was hoped that the 
students would be more honest with their comments. This also helped to ensure 
standardized and consistent procedures. Student-participants were assured complete 
confidentiality.
The quantitative findings from the questionnaires were then elaborated upon by 
means of personal interviews with both Grade 9 FSL teachers and Grade 9 FSL students. 
The interviews were approximately 30 to 45 minutes in length. They were conducted by
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the researcher in one-on-one meetings held in private rooms at the respective school 
sites. All teacher and student-participants in the interviews were also assured lull 
confidentiality.
The document analysis followed the interviews in order to further elaborate upon 
both the quantitative results and student and teacher concerns voiced during the 
interviews. The document analysis included publications of federal and provincial 
governments and other organizations. Personal communications with school board 
officials and other FSL stakeholders were also included in the document analysis.
A mixed method design was chosen for the current study in order to benefit from 
the advantages of both types of data collection. Quantitative data collection was useful in 
analyzing the scores of the large number of Grade 9 participants. The data provided by 
the students were statistically analyzed to determine differences and trends between male 
and female Grade 9 FSL students. On the other hand, the qualitative data obtained from 
the FSL teachers and students, being verbal in nature, afforded deeper insights and 
perspectives on the topics that emerged from the quantitative analysis. While the 
quantitative data provided a description of gender differences in L2 motivation, the 
qualitative data helped explain why these differences may have occurred. In addition, by 
having collected the data in different phases, the data from one source were used to 
complement or further validate the data from another source. The mixed method 
approach was thus designed to provide a richer set of data (Creswell, 2002) and also 
helped to set the study apart from the few other studies (Jegede, 1994; Netten et al., 1999; 
Pagliaroli, 1999; Warrington & Younger, 1996) that investigated gender differences in 
L2 motivation, which relied exclusively on quantitative data. It has been noted by a
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number of researchers that in regard to the investigation of L2 motivation, 
quantitative data are far more abundant than qualitative data (Norton, 2000; Syed, 2001; 
Ushioda, 2001). Furthermore, Domyei (2001), currently one of the most influential 
researchers in the area of L2 motivation, stated that it is a significant step in motivation 
research that quantitative research methodologies have been increasingly complemented 
by qualitative approaches. The researcher felt that interpretive techniques, such as 
interviews and document analyses are in many ways better suited to explore the internal 
dynamics of the multilevel construct of motivation.
A grounded theory approach (Glaser & Strauss, 1967) to the collection and 
analysis of qualitative data was felt by this researcher to be the most appropriate for the 
present study. As made evident in the preceding literature review, very little research has 
been conducted specifically on gender differences in L2 motivation. Grounded theory is 
useful in studies in which there are no adequate pre-existing theories pertaining to the 
topic at hand (Bentz & Shapiro, 1998). Furthermore, it was the goal of the researcher to 
examine and compare the data collected from the student and teacher interviews in order 
to detect emerging themes that help explain the findings from the quantitative phase of 
the study. As Glaser stated (1992), the aim of grounded theory is to understand the 
research situation, and to discover the theory implicit in the data.
The format and order of qualitative data collection in the present study is further 
indicative of a grounded theory methodology. Qualitative data were first collected by 14 
interviews. During the coding and analysis of the data a small number of themes 
emerged. It was then decided by the researcher to further explore these themes by 
collecting an additional source of qualitative data via the document analysis. Further
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coding and analysis were then required. In essence, the emerging theories guided the 
process of qualitative data collection. This process rests on another key component in 
grounded theory procedure referred to by Locke (1996) as theoretical sampling. Glaser 
and Strauss (1967) describe theoretical sampling as the process of data collection for the 
generation of theory.
The Letter of Permission to the Research Ethics Board (see Appendix B) of the 
University of Windsor was sent before the study began. After permission was received 
from the Research Ethics Board, the Letter of Permission to the Superintendent of 
Schools (see Appendix C) was sent to the public school board involved in the study, 
seeking permission to conduct the study with the participation of the local secondary 
schools. Upon approval, the Letter of Permission to Principals (see Appendix D) was sent 
to each of the participating secondary schools, seeking permission to conduct the study. 
Once permission from the principals was granted, letters requesting participation in the 
pilot study were provided to the teacher and students in a Grade 8 class within this school 
board (see Appendices E and F). Upon completion of the pilot study, the Letter 
Requesting Participation of FSL Teachers (see Appendix G) was sent to each Grade 9 
FSL teacher working in the participating secondary schools. The next step was to provide 
each child in Grade 9 FSL in the participating secondary schools with the Parental 
Consent Form (see Appendix H). Each child who obtained parental consent, then 
received the Student Questionnaire (see Appendix A) to be completed in class. The 
students who wished to participate in the student interviews were also provided with an 
additional consent form (see Appendix I) seeking parental consent.
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Data Analysis
A Discriminant Function Analysis was conducted on the data to determine the 
weight of each variable when examining for gender differences. In order to discover if 
any significant differences existed between the males and females in regard to the 
variables, subsequent univariate analyses were also available for analysis. Sex of the 
student was the independent variable. To get a closer look at the results of the univariate 
analyses, 2x3 two-way ANOVAS were also conducted on the data with Sex (Male, 
Female) and Continuation Plans (Yes, Unsure, No) as the independent variables. In cases 
where measures were composed of sub-scales, 2x3 two-way MANOVAS were used in 
conjunction with 2x3 two-way ANOVAS. The use of MANOVAS allowed for analysis 
of the entire measure, whereas the use of ANOVAS allowed for analysis of each sub­
scale separately. In addition, to determine if other factors, such as age of the student and 
sex of the teacher were contributing factors in these gender differences, three-way 
MANOVAS were conducted with Sex of the Student, Sex of the Teacher, and Age of the 
Student as independent variables. To compute all measures, the responses to the items in 
the measure were added together, then divided by the number of items in the measure. In 
all cases, in order for differences to be considered significant, the conventional 
significance level of .05 was set.
The data provided by the interviews were then analyzed. Consistent with data 
analysis procedures in grounded theory (Glaser, 1992), the data obtained from the 
interviews were coded. In other words, comparisons were made between the data 
obtained looking for themes to emerge. During the coding of the data obtained from the 
interviews certain core themes emerged and were noted by the researcher. This process is
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often refereed to as memoing (Glaser, 1992). It was then decided by the researcher to 
further pursue key themes that emerged in the interviews via the document analysis. Once 
all data had been collected, sorting began. Memos were organized according to the 
various themes that emerged.




The first part of the questionnaire elicited demographic information about the 
students. Of the 490 students who responded, 254 were female (52%) and 236 were male 
(48%). Although all student-participants were enrolled in Grade 9 core French, their ages 
ranged from 13 to 18 years old (see Fig. 1). As expected, the large majority of the 490 
students reported having a female French teacher. Almost 80%, or 391 students, were 
being taught French by a female teacher at the time of this study, compared to only 99 
students (20.2%) being taught by a male French teacher. The discrepancy between the 
number of male and female French teachers was even more dramatic when one looked at 
the sex of the student-participants’ previous French teachers. Over the past 3 years, 376 
students were taught exclusively by female French teachers (76.7%), 102 students were 
taught by both male and female French teachers (20.8%), and a mere 12 students, or 
2.4%, were taught exclusively by male French teachers. The ratio of male to female 
French teachers whose students participated in the study, while alarming, was actually 
slightly better than the ratio that existed at the time of the study within the participating 
school board. Of the 33 teachers who taught Grade 9 French as a second language (FSL) 
with this school board, only five were male (15%). At the provincial level, a report from 
the Ontario College of Teachers (1999) indicated that out of all Primary/Junior level 
teachers with French language qualifications, again, only 15% were male.
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Figure 1. Showing the relative proportion within each age group 
One section o f the questionnaire asked the students to indicate if they intended to
continue studying French in Grade 10. Of the 490 student-participants, 122, or
approximately 25%, indicated that they planned to study French the following year in
Grade 10. Two hundred and two students had not yet decided (41.2%), and 166 students
(33.9%) stated that they did not intend to continue studying French after Grade 9. While
these numbers alone were interesting, additional analysis of these data revealed more
note-worthy differences between the sexes. Of the 122 students who planned to continue
studying French in Grade 10, only 35 were male (28.7%) compared with 87 females
(71.3%). Although a more equal number of males and females were unsure of their
decision to study French in Grade 10, 86 males (42.6%) to 116 females (57.4%), a
definite imbalance was again seen in those that had decided not to study French in Grade
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10. Of the 166 students who did not intend to study French the following year, 115 
were male and only 51 female. Almost 70% of the students who planned to drop French 
were male. While startling, these results were very similar to those reported in the 
previously mentioned study by Netten et al. (1999). In that study, of the 155 students 
dropping French after Grade 9, approximately two-thirds were male (Netten et al., 1999). 
Statistical Analyses o f Data
The second component of the questionnaire, Sections B to F, required responses 
to 113 items pertaining to the following motivational factors: Desire to Learn French, 
Motivational Intensity, Integrative and Instrumental Orientation, Self-efficacy, Anxiety, 
Self-determination, Intrinsic and Extrinsic Motivation, Encouragement, Goal Salience, 
Tolerance of Ambiguity, and Student Perceptions of the French Language. All 113 items 
required the students to circle a number on a 7-point Likert-scale, which best represented 
their answers. A response of 1 indicated strong disagreement and a response of 7 
indicated strong agreement.
A Discriminant Function Analysis (DFA) was performed using 18 variables as 
predictors of membership in two groups (Males and Females). This analysis helps to 
determine (1) which variables discriminate males from females, (2) the relative 
importance of each independent variable when examining gender differences, and (3) the 
ability to successfully classify males and females based on these variables. Overall, the 
findings allow for the building of a profile of male and female students with respect to 
French language studies.
Subsequent univariate analyses were also available to determine which variables 
revealed significant gender differences. In all cases, in order for differences to be
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considered significant, the conventional significance level of .05 was set. The means 
and standard deviations of responses for both sexes, as well as their significance levels, 
are provided in Table 1. The groups were reliably separated (Wilks’ Lambda = 0.673, 
Chi-square = 188.44, df = 19, p< 001) with a successful classification rate of 76.2% 
(using a .05 entry criterion). As demonstrated in Table 1, all but three independent 
variables, French Class Anxiety, Mastery, and Tolerance of Ambiguity, showed 
significant differences in the univariate analyses. A more detailed account of the 
univariate analyses for each variable are reported at a later stage in the write-up of the 
quantitative results.
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Table 1
Means, Standard Deviations, and Significance Levels for Motivational Factors
Male Female Sig.
Factors Mean SD Mean SD U
Desire 3.42 1.32 4.79 1.28 .000
Motivational Intensity 4.21 1.07 4.95 1.02 .000
Motivational Orientation
Integrative Orientation 3.32 1.43 4.64 1.52 .000
Instrumental Orientation 3.70 1.59 4.38 1.57 .000
French Class Anxiety 3.41 1.34 3.38 1.41 .793
Self-efficacy 3.96 1.48 4.87 1.27 .000
Self-determination
Effort 4.78 1.32 5.31 1.21 .000
Context 4.23 1.55 3.74 1.40 .000
Luck 3.58 1.43 2.73 1.15 .000
Intrinsic/Extrinsic Motivation
Challenge 3.73 1.51 4.23 1.45 .000
Mastery 4.23 .97 4.23 .90 .992
Curiosity 4.15 1.04 4.68 1.02 .000
Perceptions of French 4.53 1.24 5.27 1.05 .000
Encouragement
Parental Encouragement 3.21 1.30 3.93 1.32 .000
Peer and Teacher Encouragement 4.14 .97 4.77 .91 .000
Goal Salience
Goal Frequency 3.01 1.04 3.77 1.17 .000
Goal Specificity 3.63 1.04 4.25 1.14 .000
Tolerance of Ambiguity 4.56 1.32 4.42 1.22 .214
Note. A higher score indicates a more favourable response in response to all items except 
for French Class Anxiety, Context, Luck, and Tolerance of Ambiguity. In regard to these 
exceptions, a lower score indicates a more favourable response.
The correlations for each variable with the standardized canonical discriminant 
functions were provided in Table 2. The variables were ranked from the strongest 
predictor of the sex of the student to the weakest. The loading matrix of correlations 
between predictors and discriminant functions, as seen in Table 2, suggests that the best 
predictor for distinguishing between males and females in Grade 9 FSL is their Desire to
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Learn French. In other words, a student-participant ’ s sex could be most accurately 
predicted by his/her responses to the items that pertained to Desire to Learn French. This 
variable had a loading in excess of .75. The female students responded much more 
favourably to items pertaining to Desire to Learn French than did the males. Student 
responses to the items that dealt with Integrative Orientation (.641) and Motivational 
Intensity (.508) were also relatively accurate predictors of the sex of the student and 
contributed to this discriminant function. Again, the female students responded much 
more positively to items pertaining to these variables than did the male students. On the 
other hand, the Discriminant Function Analysis showed Mastery (-.001), French Class 
Anxiety (-.017), and Tolerance of Ambiguity (-.081) to be the least related to the sex of 
the student. A student’s sex could be least accurately predicted based upon his/her 
responses to the items that pertained to these three independent variables. While there is 
no theoretical or practical value in predicting sex, the analyses allow one to construct a 
profile of the male student and the female student. Male students are characterized by less 
desire to learn French, a lower sense of integrative orientation, and lower motivational 
intensity. In fact, all but a small number of the 18 variables investigated had a loading in 
excess o f .30, and as such, contributed to the profile of the male student and the female 
student. Although the weightings reported were lower than those previously mentioned 
for Desire to Learn French, Integrative Orientation, and Motivational Intensity, males and 
females still did respond quite differently in regard to all variables except those 
pertaining to Challenge, Context, Tolerance of Ambiguity, French Class Anxiety, and 
Mastery.
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Table 2







Peer and Teacher Encouragement .473
Luck -.472








Tolerance of Ambiguity -.081
French Class Anxiety -.017
Mastery -.001
To get a closer look at the results of the univariate analyses, in addition to 
examining the entire sample of student-participants as one large group, students were also 
examined based on their responses (Yes, Unsure, or No) to the question of whether or not 
they intended to continue studying French in Grade 10. Using Analysis of Variance 
(ANOVA) with Sex (Male, Female) and Continuation Plans (Yes, Unsure, No) as the 
independent variables, the relevant variables were examined. Whenever a measure was 
composed o f sub-scales, as was the case with Self-determination, Intrinsic/Extrinsic 
Orientation, Goal Salience, and Peer and Teacher Encouragement, MANOVAS were 
conducted on the data with Sex and Continuation Plans as independent variables in order 
to analyze the entire measure as a whole.
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Desire to Learn French
As shown in Table 1, the univariate analyses following the DFA showed female 
students responded to the items pertaining to Desire to Learn French with a mean 
response of 4.79 compared to 3.42 for males. This difference in male and female 
responses was significant (p<000), indicating that the female students in Grade 9 
perceived themselves to have greater desire to learn French than their male classmates.
In the subsequent 2x3 two-way ANOVA (Sex by Continuation Plans) significant 
sex differences in Desire to Learn French were also reported by the three groupings of  
students. As demonstrated in Table 3, irrespective of their decision whether or not to 
continue studying French in Grade 10, the females perceived themselves to have greater 
desire to learn the French language than did the males, F(l, 484) = 68.87, p< 001. 
Furthermore, the main effect for Continuation Plans (Yes, Unsure, No), F(2,484) =
133.55, p< 001, indicated significant differences between the groups. The “No” group 
showed less desire to learn French than the “Unsure” group, which, in turn, showed less 
desire than the “Yes” group (see Table 3). There was no interaction effect for Sex and 
Continuation Plans, F(2,484) = .231, p>. 1.
Table 3






Yes 4.91 1.19 5.71 .83
Unsure 3.83 1.08 4.64 1.07
No 2.65 .94 3.60 1.26
Note. A higher score indicates a more favourable response.
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Motivational Intensity (Effort!
The univariate analyses following the DFA showed female students responded to 
the items for Motivational Intensity with a mean of 4.64 (see Table 1). The males, on the 
other hand, responded less favourably with a mean of 4.21. This difference was 
considered significant (p< 000), indicating that the females in Grade 9 core French 
perceived themselves to put forth more effort to learn French than did the male students.
As was the case with Desire to Learn French, the decision whether or not to study 
French in Grade 10 had no bearing on the results of the subsequent 2x3 two-way 
ANOVA. Girls from all three sub-groups had significantly higher scores for Motivational 
Intensity than their male cohorts, F(l, 484) = 21.07, p<001. Furthermore, Motivational 
Intensity was found to be functionally related to Continuation Plans, F(2,484) = 50.39, 
p<001. As shown in Table 4, those students who planned to continue studying French in 
Grade 10 perceived themselves to have higher Motivational Intensity than those who 
were unsure, who in turn perceived themselves to have higher Motivational Intensity than 
those who did not plan to study French the following year. There was no interaction 
effect for Sex and Continuation Plans, F(2,484) = 192, p>. 1.
Table 4






Yes 5.03 .97 5.39 .88
Unsure 4.45 .92 4.96 .90
No 3.77 1.00 4.21 1.10
Note. A higher score indicates a more favourable response.
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Integrative Orientation
The results of the measure for Integrative Orientation again favoured female 
students (see Table 1). The univariate analyses following the DFA showed that the 
female participants responded with a mean of 4.64, and the males responded with a mean 
of 3.32. The difference between male and female responses was significant (p<000). The 
female students perceived themselves to be more interested in getting to know French- 
speaking people and learning about the French culture than did the males.
Showing the powerful division between males and females in regard to this factor 
influencing second language (L2) motivation, significant sex differences were also 
reported in the subsequent 2x3 two-way ANOVA in regard to the three sub-groups of 
students. Whether the students were planning to study French the following year or not, 
the males were less integratively motivated than the females, F(l, 484) = 43.48, £<001. 
Furthermore, the main effect for Continuation Plans (Yes, Unsure, No), F(2,484) =
68.55, £<001, indicated significant differences between the groups. The “No” group 
showed less Integrative Orientation than the “Unsure” group, which, in turn, showed less 
Integrative Orientation than the “Yes” group (see Table 5). Once again, there was no 
interaction effect for Sex and Continuation Plans, F(2,484) = 2.15, £>. 1.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
135
Table 5






Yes 4.45 1.34 5.48 1.09
Unsure 3.60 1.26 4.65 1.45
No 2.76 1.33 3.25 1.31
Note. A higher score indicates a more favourable response. 
Instrumental Orientation
As shown in Table 1, the univariate analyses following the DFA showed that the 
female student-participants responded to the items pertaining to Instrumental Orientation 
with a mean of 4.38, whereas the males responded with a mean of 3.70. The difference 
was again found to be significant (p<000). The female students also perceived 
themselves to be more interested in the practical reasons for learning French than did the 
males.
Broken down into the three sub-groups o f students, based on their decision to 
study French in Grade 10, sex differences in instrumental orientation were not evident in 
the 2x3 two-way ANOVA, F(l, 484) = 0.3, p>. 1. As shown in Table 6, sex differences 
were likely linked to the Unsure group of students, however, there was no interaction 
effect, F(2,484) = 2.27, p>.l, to justify reporting on this effect. It would appear that the 
addition of the Continuation Plans variable masks the sex difference. A main effect for 
Continuation Plans, F(2,484) = 102.01, p< 001 revealed that the “Yes” group did 
perceive itself to be more instrumentally oriented than the “Unsure” group, which in turn 
perceived itself to be more instrumentally oriented than the “No” group.
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Table 6






Yes 5.31 1.21 5.36 1.14
Unsure 3.99 1.37 4.38 1.41
No 2.98 1.44 2.76 1.23
Note. A higher score indicates a more favourable response. 
French Class Anxiety
The univariate analyses following the DFA showed the mean female response for 
the items pertaining to French Class Anxiety to be 3.38 compared to the mean male 
response of 3.41 (see Table 1). Statistical tests revealed no significant difference in 
regard to male and female responses to the items pertaining to anxiety in the French 
classroom. The males in Grade 9 perceived themselves to experience as much, or as little, 
anxiety in French class as did their female peers.
In the subsequent 2x3 two-way ANOVA (Sex by Continuation Plans), sex 
differences in French Class Anxiety were also not evident amongst the three groupings of 
students, F(l, 484) = 2.26, p>.l. However, as seen in Table 7, a main effect for 
Continuation Plans, F(2,484) = 16.96, p<001 revealed that the “Yes” group perceived 
itself to be less anxious in French class than the “Unsure” group, which in turn perceived 
itself less anxious than the “No” group. No interaction effect for Sex and Continuation 
Plans was evident, F(2,484) =1.87, p>.l.
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Table 7






Yes 2.61 1.23 2.91 1.35
Unsure 3.18 1.32 3.61 1.35
No 3.84 1.44 3.71 1.49
Note. The items pertaining to French Class Anxiety were all negatively worded, and as 
such, a lower score indicates a more favourable response.
Self-efficacv
As demonstrated in Table 1, the univariate analyses following the DFA showed 
that the female students responded to the items pertaining to Self-efficacy with a mean 
response of 4.87. The male students responded to these same items with a mean score of 
3 .96. The difference in male and female responses was again found to be significant in 
favour of female students (g<000). Female students in Grade 9 FSL perceived 
themselves as being more capable in the French classroom than did male Grade 9 FSL 
students.
As made evident in the subsequent 2x3 two-way ANOVA, the decision whether 
or not to study French in Grade 10 had no bearing on the results for Self-efficacy. Girls 
from all three sub-groups (Yes, Unsure, No) had significantly higher scores for Self- 
efficacy than their male cohorts, F(l, 484) = 15.25, g< 001. Furthermore, Self-efficacy 
was found to be functionally related to Plans to Continue, F(2,484) = 70.34, g<001. As 
shown in Table 8, those students who planned to continue studying French in Grade 10 
perceived themselves to have higher Self-efficacy than those who were unsure, who in
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turn perceived themselves to have higher Self-efficacy than those who did not plan to 
continue studying French the following year. There was no interaction effect for Sex and 
Continuation Plans with respect to Self-efficacy, F (2,484) = .05, p>. 1.
Table 8






Yes 5.13 1.20 5.64 .89
Unsure 4.33 1.35 4.80 1.09
No 3.34 1.36 3.75 1.32
Note. A higher score indicates a more favourable response.
Self-determination
Three sub-scales were used to measure Self-determination. These sub-scales were 
based on the three causal attributions of Effort, Context, and Luck. With all three sub­
scales combined, the results of the 2x3 two-way M ANOVA were significant for Sex, F(3, 
481) = 10.89, p< 001, indicating that the males perceived themselves to have less control 
over events in the Grade 9 FSL classroom than did the females. Furthermore, the results 
were also significant for Continuation Plans, F(6,964) = 13.73, p<001, indicating that 
students who were planning to study French in Grade 10 felt more control over events in 
the FSL classroom than did their peers who were unsure of their plans. The “Unsure” 
group, in turn, felt more control over events in Grade 9 FSL than those students who did 
not intend to study French in Grade 10. There was no interaction effect for Sex and 
Continuation Plans with respect to Self-determination, F(6,964) = .99, p>. 1. The results 
from the univariate analyses following the MANOVA are also reported below for each
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sub-scale. Due to the relatively low assessment of reliability for the three sub-scales,
as reported in the methodology chapter, their results should be considered cautiously.
Effort
A high score on this scale indicated an internal locus of control. As can be seen in 
Table 1, the univariate analyses following the DFA showed the female students 
responded to the items pertaining to Effort with a mean score of 5.31, compared to the 
male mean response of 4.78. This difference between male and female responses was 
significant (p<000). The female participants perceived their failures and successes in 
French class due more to effort than did the males.
When examining the three sub-groups of students, the ANOVA for Effort also 
showed significant sex differences, F(l, 483) = 8.66, p< 01. As shown in Table 9, 
whether the students were planning to study French the following year or not, the female 
students perceived that their successes and failures in French class were more attributable 
to the amount of effort they put forth than did the males. Furthermore, the main effect for 
Continuation Plans (Yes, Unsure, No) also indicated significant differences F(2,483) = 
6.51, p<01. The “No” group reported lower scores for Effort than the “Unsure” group, 
which in turn, showed lower scores than the “Yes” group (see Table 9). There was no 
interaction effect for Sex and Continuation Plans with respect to the sub-scale Effort, F(2, 
483) = 1.90, £>.1.
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Table 9






Yes 5.13 1.48 5.49 .99
Unsure 4.77 1.15 5.41 1.24
No 4.69 1.39 4.79 1.38
Note. A higher score indicates a more favourable response.
Context
As all three items in this sub-scale were worded negatively, in this instance a low 
score would have indicated a positive response, or an internal locus of control. As 
demonstrated in the univariate analyses following the DFA, female students reacted to 
the items pertaining to Context with a mean score o f 3.74 compared to the male reaction 
of 4.23 (see Table 1). This difference, too, was found to be significant (p< 000). The 
males perceived themselves to attribute their failures in French class more to the level of 
difficulty of material than did their female counterparts. The males perceived their locus 
of control to be more external, whereas the females perceived their locus of control to be 
more internal.
Broken down into the three sub-groups of students, based on their decision to 
study French in Grade 10, the differences in the causal attribution of Context were not 
evident in the ANOVA. No significant sex differences were reported when examining the 
results of the three groups, F(l, 483) = .42, p>.l. However, the causal attribution Context 
did appear to be functionally related to Continuation Plans, F (2,483) = 34.95, g<001.
As demonstrated in Table 10, those who planned to continue studying French in Grade 10
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reported lower scores for Context than did those who were unsure, and those who 
were unsure reported lower scores than those who did not plan to study French the 
following year. There was no interaction effect for Sex and Continuation Plans with 
respect to the sub-scale Context, F(2,483) = .78, g>. 1.
Table 10






Yes 3.26 1.28 3.35 1.28
Unsure 3.93 1.50 3.62 1.34
No 4.76 1.43 4.71 1.31
Note. A lower score indicates a more favourable response.
Luck
A high score in this scale would have indicated an external locus of control. As 
shown in the univariate analyses following the DFA, females responded to the items 
pertaining to Luck with a mean of 2.73 and males with a mean of 3.58 (see Table 1). 
Again, these differences were considered significant (p<000), indicating that the male 
students perceived luck to play a greater role in their French class successes and failures 
than did the females.
This sex difference pertaining to Luck was also evident in the subsequent 2x3 
two-way ANOVA, F(l, 483) = 26.76, jK.OOl. As shown in Table 11, whether the 
students were planning to study French in Grade 10 or not, the male students perceived 
their successes and failures in French class were more attributable to luck than did the 
females. Furthermore, the main effect for Continuation Plans (Yes, Unsure, No) also
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indicated significant differences, F(2,483) = 14.20, p<.001. The “No” group reported 
higher scores for Luck than the “Unsure” group, which in turn showed higher scores than 
the “Yes” group (see Table 11). There was no interaction effect for Sex and Continuation 
Plans with respect to the sub-scale Luck, F(2,483) = .00, g>. 1.
Table 11






Yes 3.24 1.38 2.58 1.06
Unsure 3.26 1.46 2.61 1.10
No 3.93 1.43 3.29 1.28
Note. A lower score indicates a more favourable response. 
Intrinsic/Extrinsic Motivation
Three sub-scales (Challenge, Mastery, and Curiosity) were used in the 
measurement of Intrinsic and Extrinsic Motivation. Combining all three sub-scales, the 
results of the MANOVA were significant for Sex, F(3,482) = 5.47, jKOl, indicating that 
the males in Grade 9 FSL perceived themselves to be more extrinsically motivated than 
their female peers. In addition, the results were significant for Continuation Plans, (6,
966) = 16.92, g<001, indicating that the “Yes” group perceived itself to be more 
intrinsically motivated than the “Unsure” group, which in turn perceived itself to be more 
intrinsically motivated than the “No” group. The results of the MANOVA also showed an 
interaction effect for Sex and Continuation Plans, F(6, 964) = 2.14, p< 05. This 
interaction effect, however, was not evident in the subsequent univariate analyses o f the 
three sub-scales (Challenge, Mastery, and Curiosity). Only when all three sub-scales were
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combined did the interaction effect become apparent. Significant differences for Sex 
were also not as evident during the subsequent univariate analyses. Only in regard to 
Curiosity did females score significantly higher than males. Significant differences for 
each sub-scale were, however, reported for Continuation Plans. In each case, the “Yes” 
group reported higher, and thus, more positive scores than the “Unsure” group, which in 
turn reported higher scores than the “No” group. The results from the univariate analyses 
following the MANOVA for each of the three sub-scales are reported in more detail 
below.
Challenge
A student with a high score in this sub-scale was revealing a preference for 
challenging work. As displayed in Table 1, the univariate analyses following the DFA 
showed female students responded to the items pertaining to Challenge with a mean of 
4.23 compared to the male mean response of 3.73. The difference between the two sexes’ 
responses was considered significant (g<.001), indicating that the female Grade 9 FSL 
students perceived themselves to prefer more challenging work than did the males.
The ANOVA, however, showed no significant sex differences for Challenge 
when examining the three groups of students, F(l, 484) = .04, g>. 1, indicating that the 
females in these groups did not perceive themselves to be more interested in challenging 
work than their male peers. It would appear that the addition of the Continuation Plans 
variable masks the sex difference. Challenge did, however, appear to be functionally 
related to Continuation Plans, F(2,484) = 55.28, g<001. As demonstrated in Table 12, 
those who planned to continue studying French in Grade 10 reported higher scores for 
Challenge than did those who were unsure, and those who were unsure reported higher
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scores than those who did not plan to study French the following year. As previously 
mentioned, there was no interaction effect for Sex and Continuation Plans with respect to 
the sub-scale Challenge, F(2,484) = 1.42., p>.l.
Table 12






Yes 5.08 1.30 4.91 1.31
Unsure 3.90 1.49 4.22 1.33
No 3.19 1.31 3.12 1.28
Note. A higher score indicates a more favourable response.
Mastery
A high score in this sub-scale indicated a student that was motivated to learn for 
his/her own satisfaction rather than to get good grades or please the teacher. The 
univariate analyses following the DFA showed that both female and male students 
responded to the items pertaining to Mastery with a mean score of 4.23. No statistically 
significant differences were, thus, reported (see Table 1). Based on student perceptions, 
neither sex perceived itself to be more motivated than the other to learn for his/her own 
satisfaction.
Similar results were found when examining the three sub-groups of students with 
the ANOVA. Irrespective of their decision whether or not to study French in Grade 10, 
no significant sex differences were found in regard to Mastery, F(l, 484) = 2.09, g>. 1. As 
demonstrated in Table 13, the main effect for Continuation Plans (Yes, Unsure, No) did 
indicate significant differences between the three sub-groups, F(2,484) = 4.95, g<01.
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Students in the “No” group did perceive themselves to be less motivated to leam for 
their own satisfaction than those in the “Unsure” group, who in turn perceived themselves 
to be less interested in learning for their own satisfaction than the students in the “Yes’ 
group. There was no interaction effect for Sex and Continuation Plans with respect to the 
sub-scale Mastery, F(2,484) = 2.74, p>.05.
Table 13






Yes 5.08 1.30 4.91 1.31
Unsure 3.90 1.49 4.22 1.33
No 3.19 1.31 3.12 1.28
Note. A higher score indicates a more favourable response.
Curiosity
A high score in regard to this measure indicated a student who was motivated to 
learn to satisfy an internal curiosity. The univariate analyses following the DFA showed 
that the female students responded to the items for Curiosity with a mean score of 4.68, 
and the males responded with a mean of 4.15 (see Table 1). The difference in responses 
was significant (p< 000). Females perceived themselves to be more motivated to learn in 
order to satisfy an internal curiosity than did the males.
The ANOVA also revealed significant sex differences when examining the three 
groups of students, F(l, 484) = 8.33, p<01. As shown in Table 14, whether the students 
were planning to study French the following year or not, the female students, more so 
than the males, perceived themselves to be learning in order to satisfy an internal
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curiosity. Furthermore, the main effect for Continuation Plans (Yes, Unsure, No) also 
indicated significant differences F(2,484) = 36.99, g<001. The “No” group reported 
lower scores for Curiosity than the “Unsure” group, which in turn showed lower scores 
than the “Yes” group (see Table 14). Again, there was no interaction effect for Sex and 
Continuation Plans with respect to the sub-scale Curiosity, F(2,484) = 2.08, p>.l.
Table 14






Yes 4.80 .84 5.20 .82
Unsure 4.22 1.07 4.63 .98
No 3.91 .99 3.92 .98
Note. A higher score indicates a more favourable response. 
Parental Encouragement
As revealed in the univariate analyses following the DFA, the female students 
responded to the items for Parental Encouragement with a mean score of 3 .93, whereas 
the males responded with a mean of 3.21 (see Table 1). This difference was considered 
significant (p< 000). The female students in Grade 9 perceived themselves to receive 
more parental encouragement to study French than did their male counterparts.
In the subsequent 2x3 two-way ANOVA (Sex by Continuation Plans), significant 
sex differences in regard to Parental Encouragement were also found when examining the 
three groups of students, F(l, 484) = 15.78, p< 001. Females perceived themselves to 
receive more encouragement to study French from their parents than did the males. In 
addition, Parental Encouragement was found to be functionally related to Continuation
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Plans, F(2,484) = 19.01, £<.001. As demonstrated in Table 15, those students who 
planned to continue studying French in Grade 10 perceived themselves to receive more 
parental encouragement than those who were unsure of their plans. Similarly, those who 
were unsure perceived themselves to receive more encouragement from their parents to 
study French than those who did not plan to study French the following year. For Parental 
Encouragement, there was no interaction effect for Sex and Continuation Plans, F(2, 484) 
= .13,p>.l.
Table 15






Yes 3.86 1.13 4.46 1.26
Unsure 3.35 1.29 3.80 1.28
No 2.91 1.29 3.36 1.24
Note. A higher score indicates a more favourable response. 
Peer and Teacher Encouragement
The univariate analyses following the DFA showed that female students 
responded to the items pertaining to Peer and Teacher Encouragement with a mean 
response of 4.77 compared to a mean of 4.14 for male students (see Table 1). This 
difference was also significant (p< 000). The females perceived themselves to receive 
more encouragement from their teachers and peers than did the males. The reliability 
coefficients for the items pertaining to Teacher and Peer Encouragement were low 
(Cronbach’s Alpha = .43), however, these findings were substantiated by data obtained
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during the qualitative phase of the study. Nevertheless, the results should be 
considered with discretion.
Although the measure for Peer and Teacher Encouragement consisted of only one 
scale, when examining the three groups of students (Yes, Unsure, No) this scale was 
broken down into two scales in order to analyze each source of encouragement 
separately. The items pertaining to Teacher Encouragement were examined separately 
from the items that measured Peer Encouragement. When combined (Teacher 
Encouragement and Peer Encouragement), the results of the MANOVA were significant 
for Sex, F(2, 483) = 11.42, p<001, indicating that the females perceived themselves to 
receive more encouragement from both teachers and peers combined than did the males. 
In addition, the results were also significant for Continuation Plans, F(4, 966) = 12.53, 
£<001, indicating that the students who planned to study French in Grade 10 perceived 
themselves to receive more encouragement from teachers and peers than did the 
“Unsure” students, who in turn perceived themselves to receive more encouragement 
from teachers and peers to study French than the students who did not intend to study 
French the following year. There was no interaction effect for Sex and Continuation 
Plans, F(4, 968) = 1.70, p>.l. The results from the univariate analyses following the 
MANOVA for both Peer and Teacher Encouragement are reported separately below.
Peer Encouragement
When examining the three groups of students, the ANOVA for Peer 
Encouragement showed significant sex differences, F(l, 484) = 7.62, p<01, indicating 
that the females perceived themselves to receive more peer encouragement to study 
French than their male peers. Furthermore, Peer Encouragement appeared to be
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functionally related to Continuation Plans, F(2, 484) = 3.07, £<05. As shown in 
Table 16, those students who planned to continue studying French the following year, or 
who had not yet decided, perceived themselves to receive more peer encouragement than 
those students who did not intend to study French in Grade 10. There was no interaction 
effect for Sex and Continuation Plans with respect to Peer Encouragement, F(2,484) = 
•41, p>. 1.
Table 16






Yes 4.24 1.07 4.67 1.33
Unsure 4.27 .90 4.56 1.13
No 4.07 .97 4.25 .93
Note. A higher score indicates a more favourable response.
Teacher Encouragement
When examining the three groups of students, the ANOVA for Teacher 
Encouragement also showed significant sex differences, F(l, 484) = 18.72, p<001. The 
female students perceived themselves to receive more teacher encouragement to study 
French than their male counterparts (see Table 17). Furthermore, Teacher Encouragement 
appeared to be functionally related to Continuation Plans, F(2,484) = 25.02, p<001. As 
demonstrated in Table 17, students from the “Yes” group perceived themselves to receive 
more teacher encouragement to study French than did the students from the “Unsure” 
group, who in turn perceived themselves to receive more teacher encouragement than the 
students from the “No” group.
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Table 17






Yes 4.86 1.40 5.42 .95
Unsure 4.09 1.19 4.92 1.08
No 3.94 1.33 4.10 1.44
Note. A higher score indicates a more favourable response. 
Goal Salience
Two sub-scales (Goal Frequency and Goal Specificity) were used in the 
measurement of Goal Salience. When both sub-scales were analyzed together, the results 
of the MANOVA were significant for Sex, F(2,482) = 13.55, g<001. In addition, the 
results were also significant for Continuation Plans, F (4,966) = 20.85, p< 001. There 
was, however, no interaction effect for Sex and Continuation Plans, F(4, 964) =1.93, 
p>. 1. The subsequent univariate analyses of the MANOVA for each sub-scale (Goal 
Frequency and Goal Specificity) are reported below.
Goal Frequency
The univariate analyses following the DFA, as demonstrated in Table 1, showed 
that the female participants responded to the items pertaining to Goal Frequency with a 
mean score of 3.77. The males responded to these same items with a mean of 3.01. 
Again, the difference in responses between the sexes was significant (g<000). The 
female students studying French in Grade 9 perceived themselves to set goals more 
frequently than did their male peers.
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The results of the ANOVA were also significant for Sex, F(l, 483) = 26.80, 
£<.001. The male students perceived themselves to set less frequent goals than the 
females. Furthermore, the main effect for Continuation Plans (Yes, Unsure, No), F(2, 
483) = 27.09, p<001, indicated differences between the groups. Those students who did 
not plan to study French in Grade 10 perceived themselves to set goals less frequently 
than those who were unsure of their plans for the following year, and those who were 
unsure of their plans perceived themselves to set goals less frequently than those who did 
plan to study French in Grade 10 (see Table 18). There was no interaction effect for Sex 
and Continuation Plans with respect to the sub-scale Goal Frequency, F(2, 483) = 2.08, 
p>.l.
Table 18






Yes 3.48 1.07 4.23 1.07
Unsure 3.16 1.00 3.79 1.14
No 2.75 1.01 3.00 1.00
Note. A higher score indicates a more favourable response.
Goal Specificity
The univariate analyses following the DFA showed that the female participants 
responded to the items pertaining to Goal Specificity with a mean score of 4.25, 
compared to the male mean score of 3.63 (see Table 1). This difference, too, was found to 
be significant (p<000). The female students in Grade 9 perceived themselves to set more 
specific goals in the French classroom than did their male classmates.
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The results of the ANOVA for Goal Specificity mirrored those for Goal 
Frequency. When examining all three sub-groups, significant differences were found for 
Sex, F(l, 483) = 13.06, p< 001, indicating that the males perceived themselves to set less 
specific goals in French class than did the females. In addition, Goal Specificity was 
found to be functionally related to Continuation Plans, F(2, 483) = 39.77, p<001. As 
shown in Table 19, those students who planned to continue studying French the following 
year perceived themselves to set more specific goals than those who were unsure. Those 
who were unsure, in turn, perceived themselves to set more specific goals than those who 
did not plan to continue studying French in Grade 10. There was also no interaction effect 
for Sex and Continuation Plans with respect to the sub-scale Goal Specificity, F(2, 483) = 
1 .68 , £ > . 1 .
Table 19






Yes 4.31 1.10 4.88 1.10
Unsure 3.72 1.00 4.12 1.02
No 3.37 .97 3.48 .88
Note. A higher score indicates a more favourable response. 
Tolerance of Ambiguity
The univariate analyses following the DFA showed the mean female response to 
the items pertaining to Tolerance of Ambiguity to be 4.42, compared to the mean male 
response of 4.56 (see Table 1). Statistical tests revealed no significant difference in 
regard to male and female responses to Tolerance of Ambiguity. The male participants in
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Grade 9 perceived themselves to be as tolerant of ambiguity in French class as did 
their female peers.
In the subsequent 2x3 two-way ANOVA (Sex by Continuation Plans), sex 
differences in Tolerance of Ambiguity were also not evident, F(l, 484) = .03, p>. 1. 
However, as revealed in Table 20, a main effect for Continuation Plans, F(2, 484) = 7.83, 
p< 001 revealed that the “Yes” group did perceive itself to be more tolerant of ambiguity 
in French class than did the “Unsure” group, which in turn perceived itself to be more 
tolerant of ambiguity than did the “No” group. There was no interaction effect for Sex 
and Continuation Plans, F(2, 484) = .44, p>.l.
Table 20






Yes 3.98 1.64 4.17 1.32
Unsure 4.58 1.19 4.49 1.01
No 4.74 1.28 4.69 1.44
Note. The items pertaining to Tolerance of Ambiguity were all negatively worded, and as 
such, a lower score indicates a more favourable response.
Student Perceptions of French.
Four of the five items included in this measure were negatively worded. To 
facilitate data analysis these negative items were flipped. In other words, strong 
agreement to a negatively worded item, was interpreted as a strong disagreement to a 
positively worded item. The univariate analyses following the DFA showed the mean 
female response to the items pertaining to Student Perceptions of French to be 5.27, 
compared to the mean male response of 4.55. The difference was considered to be
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significant (p<000), indicating that the female students had more positive perceptions 
of the French language than did their male counterparts in Grade 9.
Significant sex differences in Student Perceptions of French were also reported in 
the subsequent 2x3 two-way ANOVA. As demonstrated in Table 21, regardless of their 
decision whether or not to continue studying French in Grade 10, the females perceived 
themselves to have more positive perceptions of the language than did their male 
counterparts, F(l, 484) = 16.71, p< 001. Furthermore, the main effect for Continuation 
Plans (Yes, Unsure, No), F(2, 484) = 30.93, p<001, indicated differences between the 
groups. The “No” group showed more negative perceptions of the language than the 
‘Unsure” group, which in turn showed more negative perceptions than the “Yes” group 
(see Table 21). There was no interaction effect for Sex and Continuation Plans, F(2, 484) 
= 2.77, p>.05.
Table 21






Yes 4.91 1.19 5.71 .83
Unsure 3.83 1.08 4.64 1.07
No 2.65 .94 3.60 1.26
Note. A higher score indicates a more favourable response.
It was hypothesized by the researcher that gender differences in Student 
Perceptions of French may be influenced by other contributing factors. For example, it 
was thought that male students who have male French teachers may have less negative 
perceptions of the language. It was further hypothesized that older, more mature male
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students may have different perceptions of French than younger male students. The 
sex of the teacher and age of the student were also thought to have possible influence on 
a student’s desire to learn French, the amount of effort put forth to learn the language, 
and feelings of self-efficacy. For this reason, a three-way MANOVA was conducted 
using Sex of the Student (Male, Female), Sex of the Teacher (Male, Female), and Age of 
the Student(<14,14+) as the independent variables and Student Perceptions of French, 
Desire, Motivational Intensity, and Self-efficacy as the dependent variables. There was a 
main effect for Sex of the Student, F(l, 482) = 61.25, p<001, and a main effect for Age 
of the Student, F(l, 482) = 6.41, p<05. There were no interaction effects.
Sex of the Teacher, as indicated repeatedly in the data analyses, showed no effect 
on any of the factors being examined that influence a student’s L2 motivation. In regard 
to only Desire and Self-efficacy did the age of the student show a main effect. These 
significant findings, however, may be explained by the manner in which the students 
were grouped according to age. All students who were 13 years old when completing the 
questionnaires were placed in one group, and all of those older than 13 years old at the 
time (14-18 years old) were placed in the other group. The fact that the younger group, in 
every instance where significant results were reported, had the more positive responses, 
may very well be due to the older group of students containing a substantial number of 
students who had previously failed Grade 9 French. It is not surprising that students who 
failed French, in some cases several times, would have less desire to learn the language. 
Two of the students who participated had actually already failed French four times. It is 
also understandable that they would report less self-efficacy. The younger group of 
students, on the other hand, would not have experienced the same degree of failure in
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French class. In fact, a small number of the 13 year old students had actually 
accelerated at some point in their academic careers due to their high levels o f academic 
achievement. It is, therefore, of little surprise that the younger group of students would 
report significantly different attitudes toward their studies, including French.
Contrary to Sex of the Teacher and Age of the Student, Sex of the Student showed 
main effects throughout the results of the three-way MANOVAS. While the results of the 
three-way MANOVAS failed to reveal the consistent significance of Age of the Student 
and Sex of the Teacher as independent variables, they did serve to redirect the focus of 
the study solely on the Sex of the Student, and to highlight the weight of this independent 
variable.
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CHAPTER V 
Student and Teacher Interviews
Student Data
The perspectives of both male and female students in Grade 9 French as a second 
language (FSL) on gender differences in second language (L2) motivation were elicited 
during the semi-structured interviews with the researcher. The questions asked during 
these interviews were dependent on the findings of the quantitative phase of the study. 
Due to time limitations imposed by the participating school board, the questions asked 
were based solely on the significant differences reported in the data analysis of the 
questionnaires. As such, student perceptions were not sought in regard to Tolerance of 
Ambiguity, French Class Anxiety, and Mastery. The data provided by the student 
interviews were intended to elaborate upon the significant findings of the quantitative 
phase, to explore the reasons behind these gender differences, and to provide possible 
solutions. In a format and order similar to that used when reporting the quantitative 
results, the qualitative findings were organized based upon the various motivational 
factors being investigated in the study. In regard to each factor being examined, the 
percentage of students interviewed whose perceptions supported the quantitative findings 
was listed at the end of this chapter in Table 23.
Before presenting the data obtained during the student interviews it might be 
useful to provide some background information on the 8 student-participants (see Table 
22). This information may help the reader not only to keep track of the various students’
157
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responses, but also to better understand their opinions and beliefs. In order to protect
the anonymity of the students, in all cases pseudonyms have been used.
Table 22 














Sarah 14 Academic Yes No Very Positive Lawyer
John 14 Academic Unsure No Positive Unsure
Matt 14 Applied Yes Yes Very Positive Musician
Kathy 14 Applied No Yes Indifferent Unsure
Mark 14 Academic No Yes Negative Unsure
Genny 14 Academic Yes Yes Positive International
Business
David 13 Academic Yes Yes Very Positive, 
Very Serious
Doctor
Kate 13 Academic Yes Yes Very Positive, 
Very Mature
Doctor
Desire to Learn French
Of the 8 student-participants (4 male and 4 female), all but 1 male student felt that 
girls had more desire to learn French than boys. One female student who was intending to 
study French in Grade 10 commented, “I see more girls that want to know French more. I 
know maybe one guy who wants to learn French, The other guys are like not interested. 
One guy, that’s it” (Genny). While 1 male and 1 female noted that both sexes in Grade 9 
often suffer from a lack of desire to learn French, even amongst these 2 students it was 
perceived that females had the upper-hand. One such student remarked, “There are a lot
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of girls that don’t like French in my class, and there are also a lot of boys in my class 
that don’t like French. But, there probably are more boys than girls that don’t like it” 
(David).
When asked why they felt that boys had less desire than girls to learn French, the 
themes of future aspirations and maturity emerged. Three of the 4 females felt that they 
were interested in learning French because it would benefit them in the future. They 
believed that boys, on the other hand, were not as concerned with the future, and that in 
Grade 9 boys were less mature.
Girls realize that French could be useful to them as they grow up, and guys just 
don’t care at this age. They don’t think about what is going to happen in the next 
few years. They just care about now. They just don’t want to study. I’m not 
saying every guy is like that, but definitely more than girls, especially in Grade 9. 
Not so much when they are like 30 years old, but in Grade 9 boys are less mature 
than girls. (Sarah)
Even a male participant, Matt, conceded that girls in Grade 9 have higher 
aspirations than boys. ‘T think the girls are interested in learning French because they 
want to do more with their lives and go places.” Differences in future aspirations as a 
possible explanation of why males have less desire to learn French emphasized the 
important role that goal-setting can play in L2 motivation. According to the 4 students 
mentioned above, greater goals for the future resulted in greater desire to learn French.
Unfortunately, the students had few ideas about what could be done to get boys 
more interested in learning French. In fact, 6 of the 8 students stated that they were
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unsure of what could be done, and 2 students actually felt that nothing could solve 
this problem. Mark stated, “There’s nothing you can do to change someone’s desire.” 
Motivational Intensity (Effort)
I think the girls hand things in on time more than boys. They put in way more 
detail than boys do. Some of the work they do is all coloured and looks really 
nice. The boys’ work is usually sloppy and incomplete. (Matt)
The above quotation from a male student at an inner-city high school accurately 
depicts the general message conveyed in regard to Motivational Intensity. Once again, all 
but 1 male student perceived female students in Grade 9 to put forth more effort than 
males to learn French. This lone male student, David, was the same individual who 
believed males and females in his Grade 9 French class had an equal amount of desire to 
learn the language. David, however, planned to study French the following year, and 
admitted that his perceptions may not be accurate. “The males put forth more effort in my 
French class, but that’s probably a bias because I’m male and there are more males in my 
class.”
As a possible explanation of why girls put forth more effort than boys to learn 
French, 1 male and 1 female participant felt that marks were more important for girls than 
boys in Grade 9. The male student, John, who at the time of the interview was unsure if 
he was going to take French in Grade 10 stated, “Girls want to get a better mark in 
French than most of the boys, and they want to work for their marks instead of just 
goofing off.”
Half of the students felt that teacher modifications to assignments could increase 
male interest in French and subsequently male effort. Kathy reported that in her class
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they mostly completed worksheets, and that boys might be more interested in doing 
hands-on activities. This same sentiment was expressed by Matt:
Maybe give better assignments. Well, recently we had to do a project, and we had 
to get newspaper clippings and put them together and introduce the headline and 
that kind of stuff. Maybe if we were like put in a group and asked to write our 
own newspaper, boys would be more interested and they would put forth more 
effort.
Another male student from a school in a largely rural area expressed the 
importance of developing a relaxed and positive environment in order to increase male 
effort in French class. “I think Monsieur is actually doing a good job. He’s not too strict. 
He tries to get to know what we boys are all about, and he jokes around. I think that’s a 
step in the right direction” (David).
Integrative Orientation
An analysis o f the reasons why students in Grade 9 were learning French again 
drew attention to gender differences in desire to leam the language. While the researcher 
was anticipating responses pertaining to integrative and instrumental reasons for studying 
the language, all but 1 of the 8 students interviewed felt that most of the boys were 
learning French because they had to in Grade 9. While it was widely believed that many 
girls were also studying French in Grade 9 in Kate’s words, “to get it over and done 
with”, more girls than boys were thought to be studying the language because they 
wanted to. “Yah, I think the girls are learning French because they want to and guys 
because they have to” (Matt).
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When asked specifically if one sex appeared more interested in learning 
French for integrative reasons, according to the majority of the participating students (6 
of 8), girls were more interested in learning French in order to get to know French people 
and French culture. Matt, who was particularly adverse to learning about French culture, 
stated, “Usually the stuff about France is always so romantic and all that, and then all the 
girls are like, ‘Ooh, let’s go to France and get married and blah, blah, blah.’ And guys 
would be like, CI don’t want to go to France. Let’s just get this credit.’”
The theme of future goals seemed to also permeate the investigation of gender 
differences in integrative orientation. The views of one female student explained how 
goal-setting can influence one’s desire to learn about different people and cultures.
I think girls take more interest in French people and French culture, because most 
girls have goals and they want to achieve them type thing, whereas guys don’t 
really know what they want to do for a long time. Girls really take action in doing 
what they want, and when girls hear of opportunities to learn more about what is 
going on in other cultures, they usually want to do it and make themselves more 
aware, especially in Canada, because we are a bilingual country. (Kate)
Several students commented that one way to increase interest in French culture, 
particularly among boys, was to provide opportunities to meet French-speaking people. 
Three students suggested this be accomplished through field trips. “I think that if we had 
a field trip or something, so that they can see how everything is going on over there and 
like how different things could be if they could speak two languages, guys would want to 
learn French” (Sarah). Other students suggested bringing in French musical groups and 
guest speakers. Kate felt that teachers could use boys’ knowledge of sports to gamer
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interest in French culture. “Maybe if boys were made more aware of the important 
sports that are part of French culture, like hockey, maybe then they would be more 
interested in French culture and French people.” It was also brought up by 2 students 
(Kathy and Mark) that although they are taught how to speak the language, they are not 
taught much about the language itself, or its people. Matt believed that learning about 
French cultural events could tap into the fim-loving side of males. “Like maybe we could 
learn about some of the main festivals they have in France and Quebec and stuff like that, 
because some guys like to party.”
Instrumental Orientation
Questions pertaining to practical reasons for learning French, such as to get a job 
later in life seemed to elicit strong and immediate responses from both boys and girls.
The word “definitely” was frequently used by students when stating that females were 
more interested than boys in learning French to better prepare for future careers. The 
influence of goal-setting was once again a determining factor. While John and Mark felt 
that students of their age were too young to be thinking of future careers, the girls were 
very specific with their career aspirations. Genny commented:
I don’t know why all the other girls are learning French, but me, I am definitely 
preparing for a future career. I want to do international business, so I am going to 
travel to other countries like in Europe and stuff like that, and you have to know 
French to do that.
In total 5 of the 8 participants, 3 females and 2 males, felt that girls were more 
instrumentally oriented when it came to learning French. An interesting gender 
difference was noted in the reasons behind these perceptions. The 3 female students cited
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
164
higher goals as the reason why girls are more instrumentally oriented to learn French 
than boys. The 2 male students (Matt and Mark), on the other hand, felt that females were 
more interested in learning French to fulfill stereotypical roles in the job market. While 
the females reported to be learning French to better prepare for careers in international 
business, travel, and medicine, the boys felt that girls were learning French to become 
secretaries. “It’s mainly girls that are going to take the secretary and office jobs where 
you would have to be bilingual, so yah, I would say girls are taking French more to get a 
job than boys” (Mark).
Self-efficacy
When asked if one sex has higher expectations for success than the other in Grade 
9 French, 6 of the 8 students responded that females expect to do better than do males. 
This perception was equally shared by both the males and the females that were 
interviewed. Mark commented, “Females definitely expect to do better, because they are 
always like, ‘Oh my God, I did bad on the test.’, and they got like 80% on the test or 
something like that.” The 2 remaining students, David and Kathy, felt there were no sex 
differences in regard to expectations for success.
Not only was it perceived by most that females had higher expectations for 
themselves, but also that other people expected more from them. “I think there is also a 
higher expectation for girls to get higher grades in French and in other subjects. We are 
like known as ‘browner s’. Girls expect better of themselves and other people expect 
better of us as well” (Kate).
The age and maturity level o f the boys was once again called into question as a 
possible reason behind these differences in expectations. “I think that at like this age the
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girls do have higher expectations, but like that could change over the years. I don’t 
know. I just think that” (Sarah).
While the participants were quick to respond that, in their opinions, boys do not 
expect to do as well as girls in French, they were apprehensive about attributing these 
differences in expectations to perceived differences in ability. Only 2 students, both 
males, stated in a matter-of-fact manner that boys felt less capable than girls in French 
class. On the other hand, 2 students, again both males, bluntly said that they did not think 
that boys felt less able than girls in French. The other 4 students were vague in their 
responses and less willing to comment on differences in perceived ability. Words like 
“some of them”, “not all of them”, “sometimes”, and “maybe” were used to describe 
differences in perceived ability. These students felt that sex differences in expectations 
were due more to differences in degrees of effort. “I don’t think it’s about who feels more 
capable. I just think it’s about who puts in the effort to do it. Like anyone is capable of 
passing French with a good grade. Guys just don’t put in the effort” (Sarah). It was also 
mentioned by Kate that while males in Grade 9 French may act as though they are less 
capable, it may all be an act to impress others.
I think they just like to think they are less capable than girls, but if they really 
tried they wouldn’t be. A lot of guys put on a “dumb act”, like they don’t know 
what is going on, and some of them really don’t, but the others are just doing it to 
try and look cool. (Kate)
The more the researcher delved into the idea of self-efficacy, the less likely were 
the students to state that one sex felt less able than the other, and the more likely were 
they to say that any gender differences in self-efficacy were due to lack of effort on the
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part of boys. When asked why boys might have lower expectations for success in 
French than girls, the following reply by Sarah echoed the replies o f the others. “Guys 
probably just don’t care. They don’t study for tests or anything. They don’t put forth the 
effort, so they obviously are not going to expect to do well.”
The students struggled to provide suggestions of what could be done to get boys 
to feel more capable in French class and to expect to do better. Matt felt that the teachers 
should give easier tests in the beginning of the year that progressively become more 
difficult as the year progresses. As a result, the boys would get good marks in the 
beginning which might increase their confidence and the amount of effort they put forth. 
Self-determination
During the student interviews questions were asked that addressed the three 
specific sub-scales that measured Self-determination in the quantitative phase of the 
study. Student responses to the sub-scales Effort, Context, and Luck were reported 
separately.
Effort
Fifty percent of the students interviewed (2 males and 2 females) reported that 
more males than females in Grade 9 have the attitude that no matter how hard they try, 
they are not going to be successful in French class. Mark provided an example. ‘There is 
one boy in our class who thinks he is going to fail no matter what he does, so he doesn’t 
even try. There are more boys in my class than girls that think that way.” All 4 o f these 
participants, however, felt that this predominantly male attitude was more of an excuse, 
and probably not what the boys actually believed. The words of another male participant, 
David, effectively expressed this idea. “I think everyone knows inside if they try harder,
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they will do better, but I think a lot of boys, and some girls too, aren’t willing to take 
that extra step.” The other half of the students did not perceive any gender differences in 
regard to effort.
Context
When asked if one sex was more likely than the other to place blame on 
something else, like the level o f difficulty, or someone else, such as the teacher, for 
difficulties in French class, 7 of 8 students responded emphatically and without 
hesitation. These 7 students felt that boys, more than girls, in Grade 9 FSL tend to blame 
other people or things for their failures. Two of these students believed that boys, more 
frequently than girls, stated that the material being learned was too difficult. Matt said, “I 
think it is mostly the boys that do this, because I hear boys saying all the time, ‘Miss, I 
don’t get this. It’s too hard.’” Six students felt that boys were more likely than girls to 
blame their problems in French class on their French teachers, both past and present. 
When asked this question, John quickly responded with the following:
Oh guys, guys, definitely guys. I’m not sure why, but a lot of guys say things like 
blaming the teacher and stuff when they fail. I have never heard a girl in my class 
complain about my French teacher. They complain about themselves really. They 
say things like, “Oh, I could have done better than that.”
The theme o f maturity again arose, and for the first time the sex of the French 
teacher, when Kathy explained why she felt boys blamed their teachers more than girls.
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Yah, I think just mostly guys don’t really get along with the teachers as well 
as girls do, because they’re just at that age, they are not as mature as most girls 
are. They just want to have fun. Most o f the guys in my class don’t get along with 
Miss Jones, and I kinda think it is because she is a girl, and they think they can 
just talk back to her.
Luck
All 8 student-participants stated that boys, more so than girls, believe their 
successes and failures in French class are due to luck. However, similar to the sub-scale 
for effort, 3 of the 8 students, all female, felt this was also an excuse on the part of boys. 
One such female replied with the following:
I definitely hear more boys talk about luck in French class than girls. They say 
that they have to be lucky to do well in French, but it has to do with effort, not 
luck. Most o f them really could do better. They just don’t try. (Kate)
Since male feelings of lack of control in French class could relate not only to 
control over successes and failures, but also to control over activities in the FSL 
classroom, the students were asked if they felt control or choice in the classroom was 
more important for one sex than the other. In response to this question, it was perceived 
by most that both males and females wanted more control or choice in FSL. The 
difference, however, was reported in the manner in which the two sexes respond to this 
lack of control. Two of the students, 1 male and 1 female, felt that although both girls and 
boys disliked the lack of control in French class, the boys were less willing to tolerate it.
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I think the girls are less aggressive when they don’t like something, whereas 
the guys are fighting until they have what they want. The boys in my class 
complain all the time. They say, “Do we have to do this? Can’t we do this 
instead?” (Kate)
When asked if they thought there was anything teachers could do to make boys 
feel that they have control over their successes and failures in French class, the students 
were somewhat pessimistic. Some students did not know what could be done, and others 
felt as though nothing could change this negative male attitude. David commented, 
“Definitely boys need to have their self-confidence built up. All o f my teachers tell the 
guys that if they study they will do better, but not many are willing to do that, to sacrifice 
television, to work on French.”
Intrinsic/Extrinsic Motivation
Three sub-scales (Challenge, Curiosity, and Mastery) were used in the measure of 
intrinsic and extrinsic motivation. In the quantitative phase of the study, significant 
gender differences were only reported in regard to the sub-scales of Challenge and 
Curiosity. As it was the goal of the qualitative phase to validate and elaborate upon only 
the significant findings of the quantitative component, no student responses were elicited 
for the sub-scale Mastery.
Challenge
Upon being asked if one sex preferred harder work than the other in French class, 
5 of the 8 students interviewed stated that girls, more so than boys, preferred challenging 
work. While among these 5 students the general consensus (4 of 5) was that males, at that
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age, are lazy and just want “the easy way out” (Sarah), Kate offered a different 
explanation for the gender difference in Challenge.
I don’t know if girls prefer harder, more challenging work, they just do it. I find 
that girls just do what they are given. They just do it because they were told to. I 
don’t know of many people in my Grade 9 French class who want extra 
challenging work, but if there were some, it would definitely be girls, I would say. 
The 3 students who did not feel that females preferred harder work than males, all felt 
that both sexes preferred to have easy work. All 3 of these students were males.
Curiosity
Half o f the students (2 boys and 2 girls) felt that girls were more curious in French 
class. They felt that girls enjoyed learning new things more than the boys. As 
demonstrated in the following quote, the perception of girls being more curious to learn 
new things does not, however, pertain uniquely to the study of French. “I don’t know 
about all o f the girls, but I do enjoy learning new stuff. I don’t like learning the same stuff 
over and over again. I don’t think boys care too much about learning new stuff, in any 
class, not just French” (Genny). David added, “I’d say girls enjoy learning new things 
more than guys. I don’t know why, but I have that impression, pretty much in all subjects, 
except for maybe Phys. Ed. I think guys like learning new things in Phys. Ed.” The 
remaining 4 students that did not perceive females to be more curious than males all 
reported that both sexes are equally interested in learning new things.
Before asking questions specific to the two sub-scales, students were asked what 
differences they noticed in their Grade 9 French class in regard to intrinsic/extrinsic 
motivation. More specifically, they were asked whether one sex needed to be enticed by
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external rewards more so than the other. In response to this question, 6 of the 8 
students (3 males and 3 females) emphatically stated that males need more enticement to 
work than females. Three of these 6 students felt that food and competition worked well 
to get boys motivated in French class. David had the following comment:
Competition is good for boys. That’s my experience up to now. When the French 
teacher plays this game, two people have chalk and they run to the board and 
conjugate a verb at the same time, and whoever does it the fastest wins, you hear a 
lot more boys than girls cheering and getting into it. And if the winner gets a 
prize, the boys will like go crazy.
When asked why males in Grade 9 often need rewards or prizes to work in French 
class, another male student, Mark, offered a simple, yet to the point, explanation, “I think 
it is because we don’t like French, so you have to entice us with stuff to do the work.” 
Kate, however, commented that this male behaviour is not exclusive to the FSL 
classroom.
I think boys, when they do something they expect to get something for it. Like, 
“I’m trying now, so I expect to get something for it.” Or if we play games, they’ll 
be like, “If we get it right, what do we win? What do we receive, if we get perfect 
on the test?” Everything they do, they expect to get something for it, other than 
just learning.
David suggested that teachers need to learn about the interests of their male 
students and use these interests more in the classroom. “The teacher could like talk about 
different sports, a lot of boys like sports.” In general, however, the students were at a loss
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for what could be done to get boys more interested in learning French without the 
need for external rewards.
Encouragement
Questions asked of the students pertaining to encouragement addressed the two 
separate measures used in the quantitative phase. Student responses to questions 
pertaining to Parental Encouragement and Teacher and Peer Encouragement were 
reported separately.
Parental Encouragement
Three of the 8 students (2 females and 1 male) stated that females were 
encouraged more than males by their parents to study French. All 3 of these students felt 
that parents were aware of male attitudes toward the French language, and consequently, 
did not see the point in encouraging them to pursue a language that they did not enjoy 
and in which they were not going to be successful. Sarah explained, “I have a brother at 
home, and my parents don’t care if he really takes French, because he doesn’t really want 
to, and he is not going to do well in it, so why bother even taking it.” The same number 
of students felt there were no gender differences in parental encouragement to learn 
French. One of these 3 students felt that neither boys nor girls were being encouraged by 
parents to study French, and the other 2 believed that both sexes were receiving an equal 
amount of parental encouragement. The 2 remaining students were unsure if  one sex 
received more parental encouragement to study French than the other.
Peer and Teacher Encouragement
Only half of the students felt that they could comment on whether or not one sex 
received more encouragement from peers to study French than the other. All 4 of these
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students felt that neither boys nor girls were being encouraged by their peers to study 
the language. “My friends don’t encourage me to take French, and sometimes they even 
say bad things about it. I think boys and girls, both, could be encouraged more from their 
peers, definitely” (Kate).
The students were also reluctant to report that teachers encourage one sex more 
than the other to study French. In most instances (6 of 8), the students reported that 
neither boys nor girls were encouraged by any teacher other than the French teacher to 
study French. In general, the students agreed that their French teachers encouraged both 
sexes equally. David summarized both of these ideas with the following:
My French teacher has specifically said that both boys and girls are welcome to 
take French in Grade 10, and he recommends it. I don’t know about the other 
teachers. I have never really spoken to the guidance counselors about French 
specifically, so I don’t think I could tell you that. Most teachers just encourage 
you to take their subjects, so no, I haven’t really been encouraged by any other 
teachers to take French.
Two students thought that girls receive more encouragement to continue studying 
French than boys, because teachers, like parents, are aware of the negative attitudes that 
males tend to have toward French. “I think they encourage both, but like everybody 
knows girls like French more than boys, so the teachers encourage us to take it more” 
(Kate). Mark added that stereotypical roles in society are the impetus behind these gender 
differences in encouragement. “I think teachers and parents might encourage girls more 
than boys to study French, because French is seen as more important for girls. Most of 
the jobs that require French are jobs that more girls take anyway” (Mark).
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Education was the major theme that emerged during student suggestions on 
what could be done to address possible gender differences in encouragement. Three of 
the students (2 males and 1 female) stated that parents, teachers, and students need to be 
educated on the importance of French in today’s job-market. The students felt that if 
parents, teachers, and other students were made more aware of the value of French, they 
would be more encouraging to both sexes, not just to the boys. David suggested the 
following approach:
Maybe during the parent-teacher interviews, the teachers could talk more with the 
parents about the potential o f their kids and how French can help them with lots 
of different careers. Maybe then the parents will realize how important French 
really is.
Goal Salience
As was the case with the quantitative phase of the study, two separate components 
of Goal Salience were addressed with the qualitative data. During the interviews, students 
were asked questions regarding the frequency of male and female goal setting as well as 
the specificity of their goals.
Goal Frequency
When asked if they had noticed any differences in the frequency with which boys 
and girls set goals in Grade 9 French, their was no hesitation on the part of the students to 
express their views. All but 1 participant, David, stated with conviction that females set 
more frequent goals than males in Grade 9 FSL. For half of the students, goal setting 
meant using agendas or day planners, and in this respect, the girls were perceived to have 
the definite advantage. “As for agendas, I don’t know one guy in my French class that
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uses one. Girls tend to write in their agendas their homework and tests to study for, 
but guys really don’t” (Sarah). A lack of organization was cited by 2 individuals (1 male 
and 1 female) as a reason why boys set fewer goals than girls. Mark admitted, “Girls are 
a lot more organized than us guys. They like use their day planners and write down their 
homework all the time. Most of the guys are really unorganized and have lost their 
agendas the first week of school.” In addition to being less organized, once again, 
maturity was mentioned by one female student, Kathy, as a factor in gender differences in 
goal setting. “Yah, I think girls set goals for the future more because they are more 
mature than boys in Grade 9.”
Demonstrating how one factor influencing L2 motivation can affect another, Kate 
felt a lack of self-efficacy on the part of males can have a detrimental effect on their goal 
setting.
I definitely think girls have goals, and they might even have more goals than 
boys. And not all o f the girls achieve their goals, but at least they have these goals 
in their heads and they try to achieve them, whereas the boys are just like, “Well,
I want to get this, but I know I won’t be able to, so why even bother having the 
goal.”
Goal Specificity
Once again, all participants but David perceived females to set more specific 
goals in Grade 9 French. The specific goals that the students referred to invariably 
concerned marks. Of these 7 student-participants, 3 stated that boys just wanted to pass, 
whereas the girls set much loftier and more specific goals. Matt made the following 
comment:
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I think most of the guys’ goals is to just get a 50 in French and pass it. The 
girls aim more higher towards the 70s and 80s than guys. Guys just want to pass, 
while the girls want to learn as much as they can.
Kathy remarked that, in addition to setting more specific goals, she felt that girls 
set goals that are more long-term than those set by boys. “I think the girls are setting 
more specific goals for the whole year. Where a guy might say, ‘Okay, I want to do well 
on this test.’ The girls will say, ‘Okay, I want to do well in this course’” (Kathy).
While providing yet another example of girls setting more specific goals than 
boys in her Grade 9 French class, Kate called into question the practicality of the goals 
that boys do, in fact, set.
Boys will, in French class especially, they will just look to pass. They don’t try to 
go above what they already know they can do, whereas girls will say, “Oh, I got 
85% on this test, I am going to go for 90% next time.” Boys, to me, it seems are 
happy just to stay at the same spot, and don’t want to get any better. I think it is 
because they feel they don’t need to, especially boys who are really into sports. 
“Oh, I don’t need to know this, because hockey or basketball is going to take me 
all the way.” Unrealistic goals like that. Things that are a one in a million chance, 
or a one in a billion chance. I think girls set more specific and realistic goals. 
While there have been other cases during the student interviews where one 
individual dissented from the group, in all of these instances the lone individual felt there 
to be no differences between males and females in regard to the specific factor being 
investigated. In the present case, however, the 1 dissenting male participant thought that 
boys actually set more specific goals than girls in Grade 9 FSL.
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Actually, I think guys set more specific goals than girls. Girls just say, “I want 
to get in this range”, while guys say, “I want to get this. I have got to get this.”
The girls will say, “I want to do well in this. I don’t have to get the best mark, but 
I want to do well.” (David)
Many o f the students had difficulty suggesting what could be done to get boys to 
set more frequent and specific goals in French class. In fact, “I have no clue.” was a 
common answer (John and Matt). Three of the students mentioned the TAP program 
(Teacher Advisor Program), mandated by the provincial government in Ontario as a tool 
to be used by teachers in secondary schools to get students to set goals. However, 2 of 
these students (both boys) felt that the program was a waste of time. John commented, 
“No one really likes to set goals. We do have that TAP program, but I find that annoying, 
because you basically have to lie, to make up goals, just to complete the assignments.” 
David suggested that more needed to be done to build up male confidence in the French 
classroom, as a means to increase male goal setting. He felt that once males believed they 
could do better, they probably would set more goals for themselves.
Student Perceptions of French
Six of the 8 students felt that males in Grade 9 perceive French to be more of a 
female domain than do the girls. Words like “girly”, “wusses”, “sissies”, and “nerds” 
were frequently used by the students to describe how boys perceive other boys who enjoy 
learning French. The 2 students who did not share this perception were both males who 
were planning to take French the following year (David and Matt). Kathy agreed that 
boys, more so than girls, perceived French to be a feminine subject. In fact, Kathy 
admitted that she, too, felt French was for girls.
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Yah, I think boys think French is more for girls. I mean I don’t hear them say 
it very often, but that is how I often think of it. Yah, I think it is more of a girls’ 
subject. Most of the guys who are taking it really don’t care about it. I think that 
the guys who do, are seen by the other boys as kinda more girly, and I think that 
too. Maybe it’s because of the way it sounds when they speak it.
The question of whether one sex would be more embarrassed than the other to 
continue studying French throughout high school evoked similar responses in half of the 
students (2 males and 2 females). The stigma attached to males learning French was 
made acutely evident by one male student, Matt, who intended to continue studying the 
language in Grade 10.
It’s like basically, if you are not doing a sport, than you’re a wuss. I don’t know, 
me, I don’t play sports, I play music and speak French, and sometimes I get called 
names by the other guys. I try not to let it bother me, because I am no good at 
sports, and learning French just comes naturally to me. That’s just the way I am. 
Another female student concurred that many males would, in fact, be embarrassed 
to learn French throughout high school. According to this student, not a lot of boys learn 
French and that a boy who did, would probably be one of the only males in the class. She 
continued, “If they care what people think of them, they might like drop out or 
something” (Sarah).
When asked why the perception of French as a female subject existed, 1 male 
participant and 1 female participant felt that it was due to the large number of females 
who take French courses and also due to the fact that most French teachers are female. 
One female student who had a male French teacher supported this notion. “I think it is a
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good thing having a male French teacher, because it shows the boys that it is not a 
girls’ subject. I don’t know, maybe it would motivate boys more, if there were more male 
French teachers” (Kate). Another student mentioned that the topics discussed in French 
class may also be contributing to the perception of French as a female subject. “Usually 
when you read stories and stuff in French, it’s usually about girls’ stuff, like the stuff that 
girls talk about. Like when we read stories, we don’t read about all the guys in the story” 
(Kathy).
The idea o f gender neutral topics was also mentioned by a student as a possible 
means to change this perception. “Well in the book, I like only see females. They should 
add more guys in the pictures and stuff” (Genny). David stated, however, that the only 
way to change the perception of French as a female domain amongst Grade 9 boys was to 
get more boys enrolled in French in the older grades. “I just think there needs to be more 
boys going into Grade 10 French, and then eventually more boys will follow.” He felt his 
school’s planned ski trip to Quebec was a step in the right direction to achieve this goal. 
On a more pessimistic note, John thought that it would take far more than field trips to 
Quebec to change these stereotypical ideas. “I really don’t know. I think it’s a tradition 
kind of thing. You know, ideas that are passed on down from our parents. That’s hard to 
change.”
Teacher Data
An order and format similar to the one used when reporting data obtained during 
student interviews was also employed with respect to the teachers. The teachers were 
initially asked what gender differences, if any, they noticed in regard to the various 
motivational factors being investigated. They were then asked to elaborate upon their
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responses by explaining why, in their opinions, gender differences in regard to the 
various factors may occur, and what could be done to address these possible differences. 
As was the case when reporting the student data, the percentage of teachers interviewed 
whose perceptions supported the quantitative findings for each motivational factor was 
listed at the end of the chapter in Table 23.
It was decided by the researcher that a table providing background information on 
the 6 teacher-participants, similar to the one provided when reporting student data, may 
compromise the anonymity of the teachers. For this reason, no such table was provided.
In order to further protect the anonymity of the teachers, pseudonyms were once again 
used.
Desire to Learn French
All 6 teachers believed that girls in Grade 9 have more desire to learn French than 
their male counterparts. One male teacher responded, “Boys in Grade 9 have significantly 
less desire to learn French. There is a large motivational problem which I am sure anyone 
who teaches French knows. The girls are really keen in this program and the boys aren’t” 
(Craig Turner).
Four of the 6 teachers (2 males and 2 females) stated that male disinterest in 
learning French is in large part due to societal perceptions of the language. The teachers 
used words like “stigma”, “sexist”, “feminine”, “artsy”, and “delicate” when describing 
how French is perceived by boys. Linda Morgan commented:
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I think it has a lot to do with social stigmas. Right? Boys are supposedly 
stronger in sciences and math. You know, they are the engineers, and they are 
this, and they are that. Languages, especially French, are perceived as more of a 
delicate subject that has a lot o f feminine qualities.
One teacher felt that differences in ability were partly to blame for gender 
differences in desire to learn French. According to this male teacher with 3 years teaching 
experience, girls outnumber boys in French class because they are better able to express 
themselves. “What I have seen in my classes over and over again is that girls are better 
able to explain themselves” (Paul Robichaud). Although when initially asked why boys 
in Grade 9 did not want to learn French this male teacher did not feel social influences 
were an underlying factor, a response later in the interview seemed to state otherwise. “I 
have 10 boys in academic French and 30 to 40 girls. The rest of the boys are in applied. 
The reason being, some of the boys think it’s not cool to speak French. That was their 
response” (Paul Robichaud).
Two male teachers felt that one way to get boys more interested in learning 
French is to change the misconception that French is more of a female domain. To 
accomplish this, both teachers felt male students coming into Grade 9 need to be exposed 
to more male French teachers at the elementary school level. Craig Turner, a teacher of 
both French and German for the past 17 years commented.
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Probably one of my concerns is that at the elementary panel, we don’t have a 
lot of male French teachers, and I think that when students connect with a male 
teacher, when boys connect with a male teacher they realize that just because their 
French teacher is male he may also coach the basketball team, or he may have 
other kinds of involvement. They realize that it’s just as normal for a man to teach 
French as it is for them to play hockey or basketball.
Although all teachers were reluctant to lay blame on anyone or any group in 
particular for the lack of male interest in French, problems at the elementary level were 
cited on several occasions. In addition to there being very few male French teachers in 
elementary schools, it was also brought up by 1 female participant with almost 30 years 
experience teaching French that the males come to them in Grade 9 having already 
developed negative attitudes toward the language. She felt that males come to her in 
Grade 9 frustrated that after a number of years studying French they are still unable to use 
the language. She went on to say that if the students were perhaps taught more concrete 
skills, so that by the time they graduated from elementary school in Grade 8 they would 
have learned something tangible in French, then perhaps the boys might be more inclined 
to see the advantages of learning the language.
You know they come to me in Grade 9 and they say, “All we ever did was learn 
the verb “avoir” and “etre”, and we never learned to speak, or all we did was sing 
songs, and all we did was this, and all we did was that.” So they don’t come in 
with a good attitude towards French, because they don’t see that it was a valuable 
experience. (Lisa Beneteau)
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Another teacher felt that in order to get all students, not just males, more 
interested in learning French, action must be taken at the governmental level. This female 
language department head felt that an overly demanding curriculum was forcing students 
to not take French.
They are only allowed a very small number of options in Grade 10, so they are 
not really given the room to pursue language study. So a lot of them will say, 
from a Grade 9 perspective, that French must not be a very important subject. 
How do we improve male interest in French? First the government has to provide 
the opportunity for them to study French. The government has to show boys that 
French is an important subject. (Linda Morgan)
Motivational Intensity
In the mind of a female language department head there was little doubt which 
sex put forth more effort in Grade 9 French. “Absolutely, the girls put in so much more 
effort than the boys. The girls are more conscious of details. They’ve got the major 
structures that the boys don’t. They put more care into their work” (Danielle Jones). This 
teacher was not alone in her opinion. In fact, 4 o f the other 5 teachers agreed.
However, all o f these teachers made specific mention of a small group of boys in 
their classes that did put in the effort, and in many cases actually outperformed most of 
the female students. In fact, Linda Morgan, the only teacher who did not agree with her 
colleagues in regard to male and female effort, stated that in her present Grade 9 French 
classes the males often worked harder than the females. While this department head 
thought that, in general, males and females in Grade 9 FSL put forth a similar amount of 
effort, she felt that when boys did put forth less effort in her classes it was due to the
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nature of the assignments. “Is it hands-on? Does it involve creativity? Because if it 
does, you will see the girls go all out. If it is something that is very regimented, very 
structured, very straight-forward, the boys tend to do well then” (Linda Morgan).
This same teacher provided an additional explanation that was reinforced by 
several colleagues on why boys may put forth less effort than girls in Grade 9 French. “I 
think it is a social thing. Even when boys do put in the effort, they often won’t admit to it. 
It’s not cool to be studious when you’re a boy in Grade 9” (Linda Morgan). This social 
pressure was of personal concern to Craig Turner, a French and German teacher at a rural 
school.
I have three young boys who are in elementary school right now, and this is one 
of our great concerns. I believe they are intelligent and have unlimited potential, 
but very quickly other boys will get to them and indicate to them how uncool it is 
not only to try hard in French, but in other things too.
A third teacher drove home the message when stating, “It is cooler for a boy in Grade 9 
French to get kicked out of class than to be really keen” (Lisa Beneteau).
When asked for their input on what could be done to get boys to put forth more 
effort in French class, half of the teachers had suggestions that the teacher could 
implement in the classroom, and the other half believed action needed to be taken at a 
higher level. From the former group, Linda Morgan felt it was necessary to create a fun 
and positive environment to get boys more involved. “We’ve created a positive 
environment for them. So they want to come back to this comfortable environment. ‘Why 
are we doing this? Oh yah, we’re learning French.’ But it’s a comfortable environment 
and that is key.” The struggles that Paul Robichaud, a young male teacher, was having
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with lack of male effort in his Grade 9 French classes seemed to support the idea of a 
more relaxed classroom. “All they wanted to do was play games, and I don’t play games. 
Maybe if I did, I would have more participation. It’s more of an academic setting here, 
and the boys don’t want that. They want it more relaxed.” Another male teacher, Craig 
Turner, stated that teachers need to make boys aware where their lack of effort is leading 
them. His comments, yet again, make reference to males not setting goals for the future.
I hate to be chauvinistic, but I tell my male students, “Your boss is going to be a 
woman. And there is nothing wrong with that, but it just questions where do you 
see yourself in the future”. I think boys are very short-sighted right at this age. 
From the latter group, more definitive measures were thought to be needed. Craig Turner 
suggested an active campaign be launched, similar to the one used in the 1990s to get 
girls involved in science and math, but this time stressing that French is not just for 
females. Another suggestion included having the provincial government change the 
Grade 9 FSL curriculum to make it more interesting to both sexes. “The only unit the 
guys actually get into is the Monster unit” (Lisa Beneteau).
Integrative Orientation
Similar to the student data, a number of teachers felt that the students in Grade 9, 
both male and female, were taking French because they had to. Only when specifically 
asked about student interests in French culture and getting to know French speaking 
people did perceived gender differences appear. Five of the 6 teachers agreed that 
females were more interested in learning about French culture and getting to know 
French people. The lone teacher who did not perceive this difference, Paul Robichaud, 
felt that boys and girls were equally disinterested. Amongst those 5 teachers that did
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perceive a gender difference, 3 mentioned exchanges as evidence of this gender 
imbalance. In fact, all 3 stated that although they have several students every year that go 
on international exchanges, they could not remember a single boy who participated. 
Robert Daigle, a male department head with 31 years experience teaching French 
commented, “Definitely, I have had several students in the past few years go on 
exchanges. I have never had a boy have an exchange partner from France, but have had 
several girls. Last year I had 4 girls go to France.”
Linda Morgan, a teacher from a large inner-city school, cited boys’ failure to look 
beyond their personal situation, and once again, their failure to look ahead to the future, 
as a cause of their disinterest in French people and culture.
I think we live in an ethnocentric society and boys, more than girls, tend to think, 
“I don’t care what they do in France. I live in Canada.” You won’t hear those 
kinds of comments from girls, but you do hear them from boys. I think girls are 
much more open to wanting to gain that knowledge, whereas the boys are 
interested in the here and now. “What is affecting me now.”
In order to get boys more interested in French culture and French people, 3 
teachers (1 male and 2 females) felt that we need to tap into male interests. Ironically, 
watching American movies in French was thought by 2 teachers to be an effective means 
of getting boys interested in speaking with French people. Incorporating sports into 
discussions about French culture was also thought to be useful in securing male interest.
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We have to plug into their interests. So let’s bring in hockey. Huge among 
boys. So let’s talk about some of the great hockey players that have come out of 
Canada. Most are French. Why do we call the Montreal Canadiens “the Habs?” It 
comes from “les Habitants.” Let’s download some French rap. I think that is 
really important. It helps boys see beyond their backyards. (Linda Morgan)
Field trips, exchanges, and “culture days” were also frequently mentioned by teachers as 
ways to get boys more engaged with French culture and people. “We do a lot of things 
here. We make a lot of food for them. We cook. We have culture days. We do 3 month 
exchanges. We go to Quebec City and Montreal in April” (Lisa Beneteau). However, it 
was admitted by Robert Daigle that these tactics work much better with girls than boys.
“I think guys tend to not want to show their interests in those things, whereas girls do.” 
Instrumental Orientation
The teachers responded with less conviction to the questions pertaining to 
practical reasons for learning French, such as to get a job later in life. In fact, 3 of the 6 
felt that boys and girls in Grade 9 are not looking that far ahead into the future to consider 
job prospects. A male teacher amongst this group did, however, think that his male 
students were looking far enough ahead to consider university enrolment. Paul Robichaud 
believed that many of his male students in Grade 9 were considering taking French 
throughout high school for the instrumental reason of fulfilling American university 
requirements. “A lot of the boys want to go to American universities, and they have done 
their research saying that they have to continue with their French because American 
universities require 3 years of foreign languages.”
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Of the remaining 3 teachers, a female teacher believed there to be no 
difference between the sexes. Her reason being that while boys were once more career- 
oriented than girls, girls today are more career-conscious than in the past. Two language 
department heads, Lisa Beneteau and Linda Morgan perceived girls to be more 
instrumentally oriented than boys. Lisa Beneteau thought many of the girls in her classes 
were considering government jobs that required French. She also stated that the girls 
were attracted by the travel opportunities presented by learning French, further indicative 
of an instrumental orientation (Noels et al., 2000).
I think girls are interested in traveling more at this age than boys. Boys are 
interested in sports and that sort of thing. I know a lot of girls dream about going 
places. They want to go here, and they want to go there. I show them pictures of 
places and they say, “Oh, I always wanted to go there.” (Lisa Beneteau) 
Self-efficacy
When asked if they noticed any differences between male and female 
expectations in Grade 9 French, 5 of the 6 teachers perceived that females had higher 
expectations for success than males. “Absolutely, the boys are quite content if they get a 
50, if they pass, whereas the girls are upset if they get anything under 75%” (Danielle 
Jones). Once again, all o f the teachers were quick to point out a select group of male 
students who not only expected success, but who were, in fact, successful. However, even 
amongst these aspiring young men, gender differences were noted when compared with 
similarly ambitious girls.
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I have a Grade 9 academic class right now and they function at a very high 
level. Four of the boys do as well as the girls. However, I think these boys are 
satisfied with their marks, whereas the females continue to expect even more of 
themselves. (Craig Turner)
As was the case during the student interviews, the teachers were, on the most part, 
unwilling to attribute gender differences in expectations to perceived gender differences 
in ability. Only 2 o f the 6 teachers, Danielle Jones and Lisa Beneteau, perceived that boys 
felt less able in French class than girls. Also similar to the student data, these perceived 
differences in ability were attributed to greater effort and focus on the part of females. 
Danielle Jones explained, “The girls do feel they are more capable because they are 
putting in more effort and not fooling around in class. As a result, the girls are more 
equipped to deal with the course than the boys are.”
The other 4 teachers did not mince words in their disagreement with the position 
held by the 2 previous teachers. One particularly candid male teacher stated, “Oh no, no. 
The ones I teach, they all feel that they are not very good or they ‘suck’ at French. ‘I suck 
at French’, that’s what they say” (Robert Daigle). Another male teacher also objected:
I don’t think they feel less capable, I would have to disagree with that. I think 
boys excuse themselves. They make excuses why they aren’t doing as well as 
they could. There are certain areas where boys are not going to push themselves 
to do as well as they could, and I think French is one of those areas.
(Craig Turner)
The above citation leads to an explanation provided by Linda Morgan for why 
boys may feel less capable in French. “I think that a lot of it goes back to traditional roles.
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Traditionally language driven careers were mainly occupied by women,” Similar 
responses, attributing lack o f self-efficacy on the part of males to social influences and 
perceptions, were documented in numerous interviews. “I think there is a male attitude 
that learning languages is something less than masculine, specifically French. Boys see it 
as a flaw in their character if they enjoy learning French, or worse, if they are good at it” 
(Craig Turner). Continuing this line of thought, Linda Morgan stated, “A lot of the boys 
that are strong learners won’t admit to being strong in French.”
In order to increase male confidence, 3 of the 6 teachers felt that boys need to 
experience some success. Linda Morgan suggested creating an initial project in which it 
is expected that the boys will excel. She explained, “If they taste success early, then they 
think, ‘Hey, maybe I’m pretty good at this.’” Praise was also frequently mentioned as 
being extremely effective. “Sometimes a compliment can go a long way with boys” 
(Robert Daigle). It was also felt to be important to create an atmosphere where mistakes 
are not only tolerated, but often expected. “We need to create an environment where boys 
are not afraid to make a mistake. I think boys cringe at the thought of showing their 
weaknesses to other students” (Danielle Jones).
Self-determination
The teachers were asked questions that addressed the three specific sub-scales that 
measured self-determination in the quantitative phase of the study. Teacher responses to 
the sub-scales Effort, Context, and Luck were reported separately.
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Effort
Four of the 6 teachers interviewed perceived more males than females in Grade 9 
to have the attitude that no matter how hard they try, they are not going to be successful 
in French class. A distinction was made by 2 of the 4 teachers between the applied and 
academic streams of students. Robert Daigle and Linda Morgan both felt that the students 
in Grade 9 academic French know they are able, and that it is merely a matter of putting 
in the effort. However, in the applied stream, the teachers perceived the males to be much 
more negative about their chances for success in French. “At the applied level, I 
definitely do think, with my group, that the boys more than the girls, think they are 
hopeless in French and will fail no matter what” (Linda Morgan). One of the 2 teachers 
who did not feel that boys, more than girls, believed success in French to be beyond their 
capabilities, took the opportunity to vent her frustrations at the general lack of male 
effort.
I hear a lot of boys say, ‘My mom says that if I just put forth a little more effort, I
could be an “A” student or whatever.” But does that matter? “If I could ” If
you never do, is that even relevant? Because you don’t. Even if boys do think they 
are capable, if they put forth the effort, does it really matter, because they don’t 
put forth the effort. I hate that you know. (Danielle Jones)
Context
When asked if one sex was more likely than the other to place blame on 
something else, like the level of difficulty, or someone else, such as the teacher, for 
difficulties in French class, the teachers’ responses dealt primarily with students blaming 
previous elementary teachers. Five teachers all felt that boys blame their previous
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teachers more than do girls. Lisa Beneteau, a department head with almost 30 years 
experience, provided the following example:
I think the boys tend to blame the teachers more. “You know we didn’t 
understand what she was saying. She didn’t explain that.” I hear that a lot. “We 
never knew what our teacher wanted us to do. We didn’t know the verbs. We did 
the same verbs all the time.” The girls would then turn around and like bite their 
heads off, “Ah, that isn’t true, you just were never paying attention.”
The only teacher to mention content stated that it was the females who blamed their 
struggles in French on the level of difficulty, while the males tended to blame the 
previous teacher.
Luck
Three of the 6 teachers stated that boys, more so than girls, believe their successes 
and failures in French class are due to luck. The other 3 teachers did not perceive any 
differences between the two sexes. One of the 3 teachers who did perceive differences 
was very absolute in his response. “Yes, with the boys it’s mostly luck. ‘Oh. I just 
guessed.’ And I honestly think they do guess. We had a test today, and a lot of the boys 
were guessing. They had no clue” (Paul Robichaud). However, Linda Morgan, who also 
reported that boys felt luck to play a greater role in their successes, was far more 
skeptical in her response. “That’s really interesting because I do hear boys say, ‘Oh yah, 
I’m lucky. I guessed on that one. Lucky guess.’ I know they are lying. I know they know 
the answer.” Again, it was felt societal influences were playing a role.
Teachers’ responses were quite different than those of the students when asked 
whether control or choice in the classroom was more important for one sex than the other.
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The majority of teachers (4 of 6) actually felt that choice was more important for girls 
in Grade 9 French. The teachers cited male apathy as the reason behind these perceived 
differences. “I would probably have to say that the girls would want more input. The 
boys just usually prefer not to do anything at all” (Danielle Jones). One of these 4 
teachers did, however, feel that being forced to take French in Grade 9 was a definite 
issue with boys.
They have to take French in Grade 9, and if I had my druthers, I wouldn’t make it 
compulsory. You know I get tired of hearing boys say every day, “I hate French, 
and this is so stupid, and I don’t even know why I have to take it.” I wish I didn’t 
have to hear that, but I do, and it’s because they make them take it that they hate it 
so much. (Lisa Beneteau)
On the other hand, 2 of the 6 teachers felt that the girls were much more compliant and 
that the boys wanted more choice and control in FSL. Linda Morgan added the following: 
Girls are more complacent. They will usually do whatever you want them to. You 
know, they will pout, but then they will still do the work. I think choice is an 
important thing with boys, and to keep our language programs going, give them a 
choice. I think boys appreciate a little give and take, more so than girls.
Varying evaluation strategies, so that boys can experience some success, as well 
as making them aware of exactly what will be assessed were mentioned as means to give 
boys a feeling of greater control in French class. Linda Morgan simply stated, “You need 
to tell them they are in control of their successes and failures. I don’t think we tell them 
enough. ‘You are in control.’”
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Intrinsic/Extrinsic Motivation
As was also the case with the student interviews, in regard to intrinsic and 
extrinsic motivation, teacher responses were elicited for the sub-scales, Challenge and 
Curiosity.
Challenge
Upon being asked if one sex preferred harder work than the other in French class, 
3 of the 6 teachers felt that girls preferred more challenging work than boys. Two of the 
teachers perceived no difference between males and females in Grade 9 French, and once 
again, 1 teacher made the distinction between the two streams of students. Paul 
Robichaud stated that in his academic classes the males preferred the harder work, and 
that it was the females who preferred more challenging work in his applied classes. Of 
the 3 teachers who felt girls were more up for the challenge, Lisa Beneteau commented: 
The girls will accept the challenges more than the boys. The boys want to get the 
easy stuff done fast. There are about four boys in my class who will do the 
challenging stuff, but the rest of them will say, “No, I don’t know how to do this 
stuff. It’s too hard.” Four boys of 16.
Curiosity
When asked if one sex was more interested than the other in learning new things 
in French class, 2 of the 6 teachers (both females) felt that girls were more curious than 
boys to learn new things. On the other hand, 3 of the teachers thought that neither sex 
was too interested in learning new things. In fact, 2 of these 3 teachers thought that the 
question was rather funny and began to laugh. One teacher, Linda Morgan, thought it 
depended on the topic.
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When asked whether one sex needed to be enticed by external rewards more 
so than the other, no time was needed to reflect. The teachers responded quickly and 
emphatically that boys responded to rewards, more so than girls. To demonstrate their 
strong opinions, the teachers used modifiers like “absolutely”, “definitely”, “huge”, and 
“always.” All 3 female teachers admitted to using food (candy or crepes) to entice their 
students, particularly the males. Linda Morgan said, “Yes, absolutely, food and boys is a 
huge motivator. I always give out ‘bonbons’, and you know, the boys will work like dogs 
for it.” The male teachers, on the other hand, mentioned competition and rewards, such as 
watching movies, as definite enticements for males, but not so much for females. Robert 
Daigle responded, “Boys like my word games, my vocabulary games, things like that. Oh 
yah, I play a version of BINGO, the boys like that. It’s play time if you want in French.” 
It was suggested by 3 of the 6 teachers that if we want to increase intrinsic 
motivation amongst males in FSL, more needed to be done to tap into their interests. Lisa 
Beneteau discussed a textbook being used by a different school board that she felt was 
more appealing to male interests. “They have a lot more things on like sports teams, and 
athletes. They geared the program towards things that were more interesting for boys.
The last unit in our text was on genetically engineered com. Like give me a break.”
An interesting suggestion was also made by Paul Robichaud. He thought that 
since males enjoyed the analytical nature of math and science, perhaps we could make 
French more analytical. “I have taken a whole grammatical approach to this, and they like 
it. Every single male student has told me, ‘This is just like math class.’”
The remaining 3 teachers were somewhat more pessimistic in this endeavour.
Two of these teachers felt that societal attitudes toward French need to change before
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males will become intrinsically motivated to learn the language, and the other felt that 
there was little or nothing that could be done. “No idea. I think the game is just about 
over when they first come in the door” (Robert Daigle).
Encouragement
The teachers were also asked questions that addressed the two separate measures 
used in the quantitative phase to assess student encouragement to study French. Teacher 
responses to questions pertaining to Parental Encouragement and Teacher and Peer 
Encouragement were reported separately.
Parental Encouragement
Only Robert Daigle did not feel that boys received less encouragement from 
parents to study French than did girls. This lone teacher felt that parents do not encourage 
either sex to study French. Amongst those that did perceive differences, again, societal 
influences were thought to be the underlying reason. Paul Robichaud had the following 
comment:
Yes, I have quite a few strong males who want to continue in French, but their 
parents don’t want them to. They want them to pursue the sciences and maths. 
These kids come to me and we talk about it, and ultimately it’s a decision they 
have to make. As for the girls, a lot of their parents do want them to continue. 
That’s something I encountered at parent/teacher interviews. Pretty much every 
parent that I talked to wanted their daughter to continue studying French.
Peer and Teacher Encouragement
Only 4 o f the teachers (2 males and 2 females) commented specifically on peer 
encouragement to study French. It was perceived by all 4 of these teachers that girls are
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encouraged more by their peers to study French than are the boys. In fact, all 4 
expressed very similar ideas. They perceived girls to be more social, and as a result of 
being more social, the girls wanted their friends to all take the same courses.
In regard to peers and French, with girls it’s a social thing. You get a lot of, “Oh, 
come along with me and take French.” So you get huge classes full of girls that 
are friends. This year, I have a class of 37, and most of them are girls that know 
each other. But with a lot of boys it’s, “No, don’t take French. What are you 
thinking?” They are discouraged by their friends. (Paul Robichaud)
In general, the teachers were reluctant to report that their colleagues encouraged 
boys less than girls to study French. Nevertheless, only one teacher, Danielle Jones, 
actually stated that she did not perceive there to be any gender differences in the area of 
teacher encouragement to study French. The other teachers were vague in their responses. 
There was a consensus, however, among the teachers, that due to the intense competition 
between departments to attract students and ensure the fUture of their courses, teachers 
tend to only promote their own courses and not others. “There is huge competition 
between programs. Huge. Any course that is not a mandatory course right now is on the 
chopping block all the time” (Lisa Beneteau).
Although the teachers were reluctant to point fingers at fellow teachers, when it 
came to guidance counselors, they were far less inhibited. Five of 6 teachers specifically 
singled out the guidance department at their respective schools for not merely failing to 
adequately encourage boys to study French beyond Grade 9, but for actually discouraging 
them. Robert Daigle was so incensed by a particular guidance counselor that he requested 
the interviewer turn off the tape-recorder during a portion of the interview.
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I don’t want to mention any names, but I have heard a guidance counselor at 
this school, more than once, say to kids who aren’t sure if they should take 
French, that French is only if you want to become a French teacher. French is a 
fluff. It’s an extra. Guidance is sometimes our worse enemy. (Robert Daigle)
This sentiment towards guidance departments extended beyond these 5 teachers. One 
particular department head, Lisa Beneteau, stated that this opinion is, in fact, shared by 
the 13 area high school language department heads. “When I go to department head 
meetings there is a general consensus that there isn’t a lot of support by the guidance 
personnel who help the kids choose their courses.”
A variety of reasons were given by the teachers for why these gender differences 
in encouragement exist. The reasons ranged from stereotypical perceptions of French to 
too many options being provided in high schools. Paul Robichaud believed boys being 
less encouraged to study French to be the end result of an accumulation of problems 
males encountered with French in elementary school. “Boys have struggled in the years 
leading up to Grade 9, so by the time they get here, they are told they just need to finish 
this one last year, and that is it.”
When asked what could be done to address these differences in encouragement to 
study French, the general message conveyed by the teachers was one of education. They 
felt parents, teachers, and guidance counselors needed to be educated on the importance 
of learning French. “I think we need to educate people more on the advantages of being 
bilingual in Canada. I think if people were more aware, maybe they would be less 
inclined to discourage males or females from taking French” (Linda Morgan).
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Goal Salience
As was the case with the student interviews, two separate components of Goal 
Salience were also addressed with the teachers. During the interviews, teachers were 
asked questions regarding the frequency of male and female goal setting as well as the 
specificity of their goals.
Goal Frequency
When asked if they had noticed any differences in the frequency with which boys 
and girls set goals in Grade 9 French, the teacher responses reflected what has been said 
throughout this chapter. All 6 teachers expressed the same message. Girls in Grade 9 set 
more frequent goals than boys. Danielle Jones commented, while laughing, “Well, just by 
looking around in any Grade 9 class, you can obviously tell that the girls tend to be a 
little more organized toward their goals. The boys are living on more of a day to day 
basis.” The use of agendas was again a common theme. Three o f the 6 teachers expressed 
that while the girls tend to write down all o f their homework and tests in their agendas, 
the boys have usually lost their day planners after the first week of school. Craig Turner 
stated that while all students are required to set goals as part of the TAP program, the 
boys were setting them because they had to. This same teacher voiced an opinion 
previously expressed during the student interviews. “Perhaps girls set more realistic goals 
than boys. They compare their results with their original goals. I think right now, boys set 
goals as a means to an end.” Paul Robichaud supported the opinion that Grade 9 boys set 
unrealistic goals, while discussing his male students’ desires to go to American 
universities. “The boys are probably a little more unrealistic in their goals than the girls. 
They see American football on television, American hockey, so they want to go there.”
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Goal Specificity
All teachers but Craig Turner, who felt he could not comment, perceived boys to 
also set less specific goals than girls in French class. Teacher comments in regard to the 
specific goals set by males were rather negative. “In French class, for sure, boys set less 
specific goals than girls. The only goal the boys have is to do as little work as possible” 
(Robert Daigle). While 2 of the teachers made remarks similar to those voiced during the 
student interviews; that girls aim to get specific marks, while boys just aim to pass, 3 
other teachers discussed specific long-term goals set by girls. One such teacher 
articulated the following:
I think girls do have a clearer picture in mind, whereas boys, I don’t think boys 
think that far ahead. I know this is not all boys, but in general, definitely. If I ask 
the boys what they want to do when they are done here, which is only in like 3 
years, they are like, “Uh, I don’t know. No idea.” (Linda Morgan)
In general, the teachers struggled to think of strategies to get boys to set more 
frequent and specific goals. In fact, 2 teachers bluntly stated that nothing could be done, 
and another thought that the changes had to come from the home environment and not the 
school. The remaining 3 teachers all mentioned what was being done in the TAP program 
to encourage goal setting amongst all students, not just boys. Only 2 of the 6 teachers, 
however, felt that the program was effective. The others used words like “useless”,
“waste o f time” and “hate” when describing it. One teacher particularly disillusioned with 
the TAP program remarked, “You can’t do anything. Kids hate the TAP program. That’s 
just one of Mike Harris’s ‘good ideas’. The kids hate it. They don’t do anything but make 
up fake goals” (Robert Daigle).
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Student Perceptions of French
All 6 teachers felt there were definite gender differences in how French is 
perceived by students, all to the detriment of boys. The two ideas that seemed to have 
permeated throughout the interviews, societal influences and aspirations for the future, 
came to the forefront when discussing student perceptions of French with the teachers. 
Three teachers (1 male and 2 females) stated that males perceive French to be of little 
value to them. All 3 teachers commented that girls in Grade 9 recognize the value of 
learning French, because they are thinking ahead toward future goals, and the boys are 
not. Danielle Jones stated, “The boys see French as being of little use to them, at least for 
right now, whereas the girls look ahead to the future and realize that French may be an 
important tool for them later on in their careers.”
Five teachers (2 males and 3 females) stated in a matter-of-fact manner that boys 
perceive French as being a feminine subject. If a title had to be given to this section it 
would have to be, ‘Trench is a cissy language”, because teacher quotes conveying this 
message could easily fill the page. The perception that French is for females did not seem 
to only apply to male students. Paul Robichaud has also felt the sting of this perception.
“I have heard students say, ‘Aren’t girls supposed to be teaching this course?’ I have even 
been approached in the staffroom by other male teachers, ‘Shouldn’t a woman be 
teaching that course?”’ Even some French teachers themselves appeared to adhere to 
some of these perceptions. Linda Morgan admitted, “Maybe some of these perceptions 
are true. I got engaged in France. It is a very romantic place.”
An interesting distinction was made between French and other languages by Craig 
Turner, who also taught German.
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I think that boys see a strength in languages as being more of a feminine trait. 
However, I don’t see this in my German classes, and as a French teacher that is 
probably one of the most frustrating things to see. The boys are as keen as the 
girls to learn German.
This perception was supported by Lisa Beneteau, who also taught at a school where 
German was offered. “We have a lot of boys that signed up for German, because that’s a 
manly language. French is more of a Romance language.” However, according to 3 
teachers, Spanish, another Romance language taught in a few area high schools, was 
perceived by boys to be “cool.” Reasons provided for the different perceptions of the two 
Romance languages were that Spanish was offered at an introductory level, so boys felt 
more confident, and the positive media light shone on the Spanish language due to the 
popularity o f entertainers such as Jennifer Lopez.
Political backlash against Quebec was also mentioned by 2 teachers (Craig Turner 
and Robert Daigle) as a possible reason why the French language is not as readily 
accepted as some other languages, like German and Spanish. Craig Turner explained,
I think historically that has a lot to do with it; reactions to the Referendum. “Why 
do these people want to separate from the rest of Canada? There must be 
something wrong with us.” I think there is a lot of political resentment in Western 
Canada, and that gets passed down to the kids.
Both of these teachers, however, failed to explain why such backlash would have greater 
effect on the boys than the girls.
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Whatever the reason behind the negative perceptions of French beheld by 
many students, in particular boys, its impact on male desire to learn French and on a host 
of other factors influencing L2 motivation was made evident in the following quote:
Yes, definitely. Boys are quite conscious of how they will be perceived. I have 
some boys in my senior classes that are in some, you know, sports teams and so 
on, and I think they do feel embarrassed when people say to them, “You know, 
dude, what are you taking French for?” Fve got Grade 9 male students who like 
French and who are doing really well, but who are thinking, you know, “Why am 
I going to pursue something, if there is going to be some negative backlash?” 
(Danielle Jones)
Contrary to the students, the teachers interviewed had many suggestions what 
could be done to address these negative perceptions of French. The most common 
suggestion, offered by 5 of the 6 teachers, was to provide positive male French-speaking 
role models.
I think we need to look at successful students. We need to bring back successful 
students. “These are the kinds of successes we have had at this school with 
students who have followed careers in languages.” I think every school has them. 
At this school we have translators. We have students who are translating for the 
United Nations. We have people who are working in governmental positions, 
because of their knowledge of the French language. I think that is something we 
have to do, because the kids don’t buy it from me. (Lisa Beneteau)
The need for French-speaking role models also included the need for male French 
teachers. Two of the male teachers felt that to change the perception of French as a
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female domain, the students also need to be exposed to more male French teachers.
The idea of providing male French-speaking role models as a way to change perceptions 
was supported by all 3 teachers who taught at schools where a French immersion 
program was offered. One such teacher made the following comment:
A lot of our success at this school is due to the presence of the French immersion 
program. Core French students can see the immersion students, male immersion 
students, succeeding. Many of them really represent a cross-section of all 
students, boys, girls, athletic boys, boys who are involved in student government. 
So I think that really helps here. (Craig Turner)
Changes in the way French is taught in the elementary schools were also thought 
to be essential by 2 female teachers (Lisa Beneteau and Linda Morgan). These teachers 
felt that teaching strategies need to change as the students progress into Grades 7 and 8, 
away from the singing and dancing approaches appropriate with the younger children, 
and toward strategies thought to be more appropriate for a serious academic subject. It 
was also stated that if we want boys to have more respect for the French language, the 
subject itself has to be given more respect at the elementary level.
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I think the way French is taught in the grade schools is flawed. One of the 
number one reasons why I didn’t ever want to teach grade school French is 
because walking around as a professional with a cart or a big basket is insulting. 
The French teacher isn’t appreciated as a professional. There is like a hierarchy. 
“Who is the French teacher? Oh, she’s the one who gives our teacher her prep.” 
Or if a kid has to make up a test, that’s okay. “We’ll take him out of French class 
to do it.” I think the teacher and the subject is demeaned, and the kids get this 
message. (Linda Morgan)
To conclude this chapter, the table below has been provided in an attempt to 
summarize the previously mentioned findings from the student and teacher interviews 
and to merge these findings with the quantitative results. In regard to each factor 
examined, the percentage of students and teachers interviewed whose perceptions 
supported the quantitative findings are provided.
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Table 23
Percentage of Student and Teacher Responses in Support of Quantitative Findings





Motivational Intensity 88% 83%
Integrative Orientation 75% 83%











Peer and Teacher 25% 67%
Goal Salience
Goal Frequency 88% 100%
Goal Specificity 88% 83%
Student Perceptions of French 75% 100%
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CHAPTER VI 
Document Analysis 
They are only allowed a very small number of options in Grade 10, so they are 
not really given the room to pursue language study. So a lot of them will say, 
from a Grade 9 perspective, that French must not be a very important subject. 
How do we improve male interest in French? First the government has to provide 
the opportunity for them to study French. The government has to show boys that 
French is an important subject. (Linda Morgan)
While exploring the underlying reasons behind negative student attitudes and 
perceptions toward the study of French during the qualitative phase of the study, Ministry 
of Education guidelines and inadequate funding were mentioned by all participating 
teachers, as well as a small number of students, as contributing factors. Based on these 
repeated concerns, an analysis of relevant documentation published by both federal and 
provincial governments in Canada as well as other second language (L2) stakeholders 
was conducted. As demonstrated throughout this study, male enrolment in French as a 
second language (FSL) programs in Canada appears to be quite vulnerable. Given this 
vulnerability, it could be argued that governmental and school board policies diminishing 
the status of French in this country are further jeopardizing male motivation to learn the 
language. The purpose of this document analysis was to elaborate upon student and 
teacher concerns voiced during the interviews and to probe the idea that governmental 
policies and decisions relating to education may be influencing student perceptions of 
French and ultimately French class enrolments in Canada.
207
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
208
In the second half o f the 20th century Canada moved to address its dual 
language identity by seeking to raise a new generation of Canadians who can 
communicate with each other in either French or English (Royal Commission on 
Bilingualism and Biculturalism, 1973). In the late 1970s and early 1980s, after the 
introduction of the promising French immersion model of language teaching, the focus of 
federal support for language programs shifted away from adult Canadians and towards 
Canada’s youth (Ministry of Public Works and Government Services Canada, 1998).
Provincial governments have made progress in entrenching L2 education policies 
in their official policies on education. Second language programs are having a dramatic 
effect, as is revealed by a census taken in 1996 indicating that 24% of Canadians between 
the ages of 15 and 19 are bilingual compared to 17.7% in 1981. While the population of 
eligible students has increased, it must be acknowledged that growth in FSL enrolment in 
Canada has, nevertheless, been impressive. In the academic year 1998-1999 there were 
over 2,700,000 Canadian elementary and secondary students enrolled in French or 
English as a second language, compared to approximately 2,200,000 students in 1977- 
1978 (Canadian Parents for French, 2000a)
Despite the success of L2 programs in Canada, there is growing concern about 
their future. Since 1992 there have been drastic cuts to the federal government’s Official 
Languages in Education Program, which provides funding to provinces and territories to 
help with the costs of L2 programs. The 1993-1998 budget was set at less than a billion 
dollars, a cut-back of over 20% compared to the 1988-1993 period. The federal budget 
only provided $684 million for this program for the five year period 1998-2003. This
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constitutes a reduction of some $300 million (Ministry of Public Works and 
Government Services Canada, 1998).
It has been noted that the reduction in federal funding has already affected the 
stability and quality of French immersion and core French programs across the country 
(Ministry of Public Works and Government Services Canada, 1998). Faced with 
decreased federal support, provincial governments across Canada have been forced to 
make difficult and often controversial decisions in regard to L2 programs. One only need 
look at Ontario, the province where the present study was conducted, to see the adverse 
effects of these cutbacks. The Ministry of Education in Ontario no longer provides 
financial support for core and extended French programs from kindergarten to Grade 3. 
As a direct result, many school boards across the province of Ontario no longer offer core 
French instruction in the primary grades. It should be noted that core French provides 
over 90% of non-French speaking students across Canada with their exposure to French 
(Office of the Commissioner of Official Languages, 2004). Its elimination at the primary 
level is, therefore, troublesome. Further, at the Ontario ministry there is now only one 
education officer who carries responsibilities for FSL curriculum and policy, along with 
other responsibilities. The last brochure published by the ministry to provide information 
on FSL programs was published in the early 1980s, and FSL research by or in boards has 
not been funded for many years. The list of detrimental effects to FSL programming in 
Ontario due to budget cuts could also include that most boards have decided to eliminate 
FSL consultants as a cost-cutting measure (Canadian Parents for French, 2000b).
In an effort to reverse many of the negative effects brought on by budget cutbacks 
and to revitalize our official languages in Canada, in 2003, the Chretien administration
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allocated $751.3 million, over a 5 year period, as part of the Federal Action Plan. Of 
this amount, $381.5 million was committed to official languages education in all 
provinces and territories (Government of Canada, 2003). A more detailed breakdown of 
how this funding is to be allocated is provided in Table 24.
Table 24
Federal Action Plan Funding of Official Language Education
Area Targeted Funding
Minority Language Education $209 million
Second Language Instruction $137 million
Summer Language Bursary Program $24 million
Official Languages Monitor Program $11.5 million
Very little mention of this additional funding by the federal government since the 
retirement of Jean Chretien has produced a growing amount of anxiety amongst L2 
stakeholders across the country. However, during recent personal communications with 
Ted Karp, Executive Director of the Ontario division of Canadian Parents for French, it 
was learned that Pierre Pettigrew, former Minister of Official Languages, has made a 
commitment that the Action Plan will be implemented as originally set out by 
Intergovernmental Affairs Minister Stephane Dion (T. Karp, personal communication, 
May 18, 2004). Perhaps providing additional reassurance, it was pointed out to this 
researcher by JoAnn Myer, Director General of the Policy and Communications Branch 
of the Office of the Commissioner of Official Languages, that Pierre Pettigrew said 
before the House of Commons on February 18, 2004 and again on March 29, 2004 that 
all the funds earmarked for the Action Plan ($751.3 million) would indeed be invested in 
the areas originally set out (J. Myer, personal communication, July 13,2004). Any relief
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following such reassurance, however, may be premature. When asked when these 
funds would be made available to Ministries o f Education it was stated that the additional 
funding would be negotiated with the provincial Ministries of Education in conjunction 
with the funding provided via the Official Languages in Education Program (J. Myer, 
personal communication, July 13, 2004). As previously demonstrated, there have been 
drastic cuts over the past 10 years of approximately $500 million to this program. If this 
trend continues for the next 5-year-period (2003-2008), and if the two sources of federal 
funds are rolled together, as implied, it will be interesting to see how much “additional” 
funding is actually available to L2 programs across Canada.
Regardless of the amount, it is still unknown how any federal funds will be shared 
with the provinces and territories. The Ministry of Education of each province and 
territory must submit a request and negotiate for these funds (Government of Alberta, 
2004). Consultations are being held, or already have been held, between L2 education 
stakeholders in every province and territory in Canada with their respective Ministry of 
Education to devise a plan that will allow them to tap into the resources mentioned in the 
Action Plan (T. Karp, personal communication, May 18, 2004).
Even with the prospect of additional funding, skepticism on the part of L2 
stakeholders remains high. Additional funding for L2 programs, as made evident by the 
Ontario Ministry of Education for the 2003-2004 school year, does not always translate 
into significant increases for classroom expenditures. Following the Rozanski Report, 
which called for increased funding for education in Ontario, language grants to school 
boards were increased across the province (Ministry of Education and Training, Ontario, 
2003). Funding for core French students at the elementary level increased from $229 per
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pupil to $244 per pupil. This increase in funding, however, must be viewed 
cautiously. Upon close examination of the funding formulas, it was noticed that under the 
previous formula which entitled boards to $229 per pupil, a day o f core French 
instruction consisted o f20-50 minutes (Government of Ontario Press Releases, 2000). 
Under the new formula, however, the length of instruction has been increased to 20-59 
minutes per day. This $15/day increase per student could, therefore, be somewhat 
deceiving. At the secondary level, the increase is even less significant. For core French 
students in Grades 9-10, school boards previously received an additional $57 per credit 
(Government of Ontario Press Releases, 2000). For the school year 2003-2004, this 
amount has been increased to $62 per credit. What makes these small increases at the 
elementary and secondary levels even less significant is that it is specifically stated in 
Ministry of Education documentation that the increased funding is in large part to 
compensate for increased teacher salaries (Ministry of Education and Training, Ontario, 
2003).
There is, in fact, a great deal of skepticism on the part of L2 stakeholders in 
regard to how and where funding for language programs is spent. A search of relevant 
documentation from the advocacy group Canadian Parents for French (2003,2004) 
reveals a call for greater transparency of spending at the provincial level of government. 
At the Ontario Second Language Education Stakeholder Consultation, held in March of 
2004, it was stated that there is a need to improve accountability regarding how money 
earmarked for FSL programs is actually spent by the provinces. It was further noted that 
although the federal government may wish to improve the status of both official 
languages in Canada, education is under provincial jurisdiction, and provincial and
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federal goals may not necessarily be the same (Canadian Parents for French, 2004).
This same message was reinforced during communications with the Second Language 
Consultant for the school board in which the present study was conducted. It was felt that 
even in the presence of additional funds many schools do not see the money trickle down 
to their level (Second Language Consultant, personal communication, May 20, 2004). 
This notion was supported by the First Vice-President of the Ontario Modem Language 
Teachers’ Association, who recently stated that the province of Ontario has millions of 
dollars from the federal government for French education that is “sitting in their coffers”, 
not being used (M. Smith, personal communication, May 20,2004).
Similar accusations of inappropriate spending of FSL funds have also been made 
against school boards across Canada. In a report by Canadian Parents for French on the 
State of FSL in Ontario (2000b), it was stated that there is no system for tracking the use 
of funds to support FSL once they are received by school boards. At recent stakeholder 
consultations, the concern was voiced that funding for French education has been 
allocated to other areas by school boards (Canadian Parents for French, 2004).
Unfortunately, the apparent lack of concern and respect for L2 programs in 
Canada goes beyond inadequate or inappropriate use of funds and extends to Ministry of 
Education requirements across the country. If the status of both official languages in 
Canada was truly a national concern, and if the Federal Government of Canada truly 
hoped to increase bilingualism amongst our young citizens to 50%, it could be questioned 
why the study of French is not mandatory, at least to some basic level, in elementary and 
secondary schools across the country. A review of documentation published by the 
various ministries of education (see Table 25) reveals that there is no consistency in FSL
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programs across Canada, and furthermore, that the study of French is not a national 
priority. For example, while the study of French is mandatory in New Brunswick to 
Grade 10, it is completely optional throughout elementary and secondary schooling in 
Manitoba, Saskatchewan, and Alberta and compulsory at only a few grade levels in the 
other provinces and territories (Macfarlane, 2003). There even appears to be little 
consistency in French programming within provinces. Boards of education, working 
within provincial guidelines, frequently retain considerable discretion as to the extent of 
French programming they offer. In Ontario, for example, as of 1987 it has been mandated 
that core French programs begin no later than Grade 4, and that a minimum of 600 hours 
of instruction be accumulated by the end of Grade 8. As a result of such loose guidelines, 
a student’s first year of core French instruction in this province can range from junior 
kindergarten to Grade 4. The resulting accumulation of hours of French instruction can 
also vary from the mandated 600 hours to approximately 1100 hours of instruction 
(Caiman & Daniel, 1998). Not surprisingly, during recent L2 stakeholder consultations in 
all provinces, it was strongly recommended that French be made mandatory throughout 
elementary and secondary education in Canada (Canadian Parents for French, 2004).
However, far from acting upon the recommendations made by L2 stakeholders, 
recent changes in secondary school requirements in Ontario have, in fact, made it more 
difficult to study French in high school. In Ontario, the fifth and final year of high school 
has been eliminated. Students are to compress what was once completed in 5 years to 
what is now to be done in just 4. Having to obtain 30 credits, 18 of which are 
compulsory, in a shorter period of time, leaves little time for the pursuit of optional 
courses, such as French. In Ontario, students are required to study French until the end of
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Grade 9. However, in the very year French first becomes optional, Grade 10 students 
are only allowed three options. When tempted by a multitude of different and often 
intriguing courses, many students simply cannot find space in their timetables for French 
(Ministry of Education and Training, 2004).
Table 25
Synthesis o f Core French (CF) Program Characteristics by Province
Province CF Compulsory Entry Points Min # o f Hrs to End of Gr. 12.
BC Grades 5-8 K, Gr. 4, or Gr.5* no language
AB no many no language
SK no many no language
MB no K, l,orGr. 4** no language
ON Grades 4-9 K, 1, or Gr. 4** 1040
QC K-Gr.ll KorGr. 1** 1300
NB Grades 1-10 Kor Gr.l** no language
NS Grades 4-9 4*# no language
PEI Grades 4-9 K, 1, or 4** no language
NF Grades 4-9 K, 1, or 4** 960
*any second language, but usually French 
** usual entry point
Unfortunately, the apparent diminished status of the French language extends 
beyond the elementary and secondary levels o f schooling in Canada. While the 
University of Ottawa has a L2 admission requirement and Memorial University has 
recently introduced a L2 graduation requirement (Canadian Parents for French, 2004), 
only in British Columbia do all universities have a language requirement for entry (Office 
of the Commissioner of Official Languages, 2004). Ironically, universities in the United 
States, where English is the only official language, have more stringent language 
requirements than do most universities in Canada (Brod & Huber, 1996).
It is of little surprise that the diminished status of the French language made 
evident at the federal and provincial levels o f government would be reflected in the
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treatment of French programs, and the working conditions of French teachers at the 
school board level. Whether this manifests itself through school boards allocating FSL 
funds to other areas, deemed perhaps to be more important, through French teachers 
being required to share classrooms and push around carts, or through administrators 
indicating French language instruction as “spares” on teaching schedules, the demeaning 
effect on the status of the French language remains the same. The results of a survey 
completed by 274 FSL teachers across Canada demonstrate this point. Over 60% of 
responding teachers felt that the working conditions of FSL teachers were worse than 
those for teachers of other subjects (Turnbull & Lawrence, 2002). Echoing this sentiment, 
Canadian Parents for French (2003), in a study on the teacher shortage in FSL, reported 
that working conditions must be improved for FSL teachers, if these programs are to be 
successful. Unfavourable working conditions associated with core French were reported 
to be making it difficult to recruit and retain FSL teachers.
Perhaps the greatest indicator of the decline in status of French language 
instruction at the federal, provincial, and school board levels is that many of the problems 
that dogged FSL programs in Canada 20 years ago, such as attrition rates and 
inconsistencies in programming, are the same problems still faced today (Canadian 
Parents for French, 2000b). The fact that these same problems reoccur time and time 
again can only be interpreted as a form of neglect. What is of even greater concern, 
however, is that when local school board officials were recently asked what was being 
done to address these consistent concerns, the common answer was “nothing” (Second 
Language Consultant, personal communication, May 20, 2004). Similarly negative
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responses were documented in the Canadian Parents for French report on national 
support for FSL programs (Canadian Parents for French, 2002).
There is o f course still hope for FSL programs in Canada. In fairness to Ministries 
of Education across the country, a number of isolated improvements in L2 education have 
been noted. In Alberta, for example, where at the present time FSL is completely optional 
throughout elementary and secondary schooling, a new policy is to be implemented 
starting in 2006 requiring the study of a second language from Grades 4 to 9 
(Government of Alberta, 2004). Initiatives to provide greater access to more varied FSL 
courses have also been undertaken in provinces, such as New Brunswick, British 
Columbia, Nova Scotia, Prince Edward Island, and Newfoundland and Labrador 
(Canadian Parents for French, 2003). These isolated improvements do, however, raise a 
number of questions about the value attached to learning French across the country. For 
example: Why is it that Alberta, a province sometimes perceived as being less receptive 
to issues concerning bilingualism, sees the value in learning second languages, but 
Ontario does not? Learning French in this neighbouring province to Quebec appears to be 
less of a priority than formerly.
Despite the recent improvements, it would seem that the years of cutbacks and the 
years of neglect endured by FSL programs have started to take their toll. After two 
decades of increasing enrolment in FSL programs across Canada, as demonstrated in 
Table 26, the number of students presently enrolling in FSL has actually begun to 
decrease (Canadian Parents for French, 2003). In every province and territory, the 
number of core French students is decreasing. Between 2000-2001 and 2001-2002, core 
French enrolment dropped by 25,000 in Ontario alone (Government of Canada, 2003).
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Table 26
Core French Enrolment in Canada






(Canadian Parents for French, 2003)
Canada’s widely respected French immersion programs have also been adversely 
affected. The rapid growth in French immersion of the 1970s and 1980s has not 
continued throughout the 1990s. French immersion enrolments across Canada have for 
the first time reached a plateau (Canadian Parents for French, 2003). While enrolment in 
French immersion is growing at the elementary level, statistics reveal that often these 
students are not continuing with French immersion instruction throughout their secondary 
education (see Table 27). This researcher’s own experience teaching French immersion at 
the elementary level for the past 10 years would be in support of these statistics. In fact, 
while collecting data for the present study in three different secondary schools that 
offered a French immersion program, it was noted by the researcher that many French 
immersion classes at the secondary level were being held simultaneously with other FSL 
courses due to very small numbers of students. In one instance, a class of French 
immersion students was actually being taught in a small kitchen that sat adjacent to a core 
French classroom. Such an arrangement allowed one teacher to teach both classes at the 
same time. An interview between this researcher and the Director of Education of the 
participating school board addressed the issue of secondary enrolment in French 
immersion programs, and raised further concern about the future of French immersion 
education in Canada. With the growing costs associated with French immersion
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programming and dwindling class sizes at the secondary level, the viability o f the 
program has been seriously called into question (Director of Education, personal 
communication, June 4, 2004). Of even greater concern, the prospect of the elimination 
of French immersion at the secondary level raises doubts concerning the viability o f the 
program at the elementary level as well. For, as mentioned by the Direct of Education, it 
is the goal o f the French immersion program to have students continue with the program 
and graduate in Grade 12 bilingual in both English and French. If students are leaving the 
program at the end of Grade 8 before having reached the desired level of French 
proficiency, the goals of the entire program are greatly undermined.
Table 27
French Immersion Enrolment in Canada






(Canadian Parents for French, 2003)
In spite of a new sense of optimism brought on by the promise of additional 
funding, it must be remembered that students’ attitudes and perceptions toward the study 
of French, such as those made evident in the present study, are based on what they have 
previously seen and not what they foresee in the future. This would seem to be 
particularly the case for young male students, who as seen in this study, tend to focus on 
the present and not to look ahead to the future. That being said, the present state of FSL 
in Canada, when compared with other subjects like math and science, is one of second 
class status. It is worth repeating that FSL students are being taught in kitchens and by 
people who are forced to push around carts. It is also worth repeating that the French
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immersion program, which has experienced extraordinary success and is now 
emulated around the world (Canadian Parents for French, 2003), is in jeopardy in its 
country of origin. When a subject is thus diminished at the federal, provincial, and school 
board levels, it is of little surprise that all students, not just boys, would understand it to 
be a subject of lesser value. In light of the findings from this document analysis, and in 
light of the findings from this study, the depreciated status of FSL has not come without 
consequence.
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CHAPTER VII 
Discussion
During the quantitative analysis of the data significant gender differences were 
revealed in regard to 15 of 18 variables investigated that influence second language (L2) 
motivation. The qualitative phase of the study, while successful in validating the findings 
for these 15 variables, also helped to narrow the focus of this discussion to three main 
areas. These three areas distinguished themselves from the other variables because of the 
pervasiveness of their influence and also their deep-rooted nature. In many respects, the 
findings pertaining to a number of the 15 variables, such as Integrative Orientation and 
Desire, can be compared to symptoms of what is ailing male L2 motivation in Canada, 
whereas the three main findings that pertain to Goal Setting, Status of the French 
Language, and Social Perceptions represent the larger and more serious ailments 
afflicting French as a second language (FSL) programs in this country.
Goal Setting
The findings of the two sub-scales used to assess Goal Setting (Goal Frequency 
and Goal Specificity) supported the hypothesis that females exhibit a greater use of goals 
than do males in Grade 9 FSL. In fact, both factors, Goal Frequency and Goal Specificity, 
were determined to be powerful variables in the quantitative data analysis. Boys and girls 
responded quite differently in the questionnaires to the items pertaining to these sub­
scales. The power of Goal Setting as a variable was also evident in the qualitative phase. 
All participants interviewed, except 1 male student, perceived females to set more goals 
than males in Grade 9 FSL. Similarly, 12 of the 14 interviewees felt that boys set less
221
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specific goals than girls in French class. It was only males that dissented from the 
group. The findings from the questionnaires and interviews were yet further supported by 
Warrington and Younger (1996) who also found boys were less likely than girls to set 
personal goals.
Although it was noted in the literature review that Goal Setting was an area of 
growing interest in L2 motivation research, and that it was believed by some prominent 
researchers in the field to have exceptional importance (Oxford & Shearin, 1994; 
Warrington & Younger, 1996), it was not until close examination of the qualitative data 
that the researcher became aware of the true influence of this variable. Questions 
pertaining to Goal Setting were reserved for the end of each interview, however, 
references to gender differences in Goal Setting were made frequently by students and 
teachers when responding to questions that dealt with other factors influencing L2 
motivation. Significant gender differences found in the quantitative data analysis in 
regard to Desire to Learn French, Motivational Intensity, and Integrative and 
Instrumental Orientations were all largely attributed, during interviews, to gender 
differences in Goal Setting. Only in regard to questions pertaining to Self-determination 
was no mention made by students or teachers about gender differences in Goal Setting.
A lack of maturity on the part of boys was given as an explanation by both 
teachers and students for why boys set less frequent, less specific, and more unrealistic 
goals. It was stated repeatedly throughout the interviews that boys, at this age, are only 
concerned with the present. They are not interested in learning French today, because 
they are not looking ahead to the future, when an understanding of French may be useful 
to them. This notion that L2 motivation may change over time and with maturation would
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support earlier claims made by Peirce (1995). Peirce criticized Gardner for portraying 
L2 learners as one-dimensional and incapable of change. Peirce felt that Gardner 
categorized learners as integratively or instrumentally oriented, both perceived as fixed 
traits, without taking into account fluctuating desires, and that individuals are capable of 
change. Reports by students and teachers that L2 motivation is not static, further bolster 
the process-oriented approach to L2 motivation designed by Domyei (2001, 2003) that 
emphasizes the temporal and fluctuating nature of motivation. The following claim by a 
female student illustrates the idea that although Grade 9 males may lack L2 motivation 
today, this may change as they mature.
Girls realize that French could be useful to them as they grow up, and guys just 
don’t care at this age. They don’t think about what is going to happen in the next 
few years. They just care about now. They just don’t want to study. I’m not 
saying every guy is like that, but definitely more than girls, especially in Grade 9. 
Not so much when they are like 30 years old, but in Grade 9 boys are less mature 
than girls. (Sarah)
Such qualitative data, underscoring the frequent disparity in levels o f maturity 
between adolescent males and females, also speak to the urgency o f parental and teacher 
encouragement. Immature males, who are not setting goals, are in even greater need of 
adult consultation and encouragement. They should not be left to their own devices when 
making the adult decision of whether or not to study French in Grade 10. Unfortunately, 
the results of this study indicated that males may not be receiving this adult support from 
teachers or parents, at least not to the same extent as are females. During the interviews, 
the lack of encouragement, in particular on the part of guidance counselors, was brought
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to the forefront. The fact that guidance counselors were singled out by 5 of the 6 
teachers for failing to encourage boys to study French in Grade 10 requires further 
discussion. The influence of guidance counselors must not be underestimated. Every 
student in Grade 9 in Ontario has to schedule an appointment with the guidance 
department prior to selecting courses for the following year. If students are not being 
encouraged by guidance counselors to study French, or even worse, if they are being 
discouraged to study the language, as was suggested by the qualitative data, the impact 
could be significant.
The guidance department’s responsibility for scheduling is also very influential. It 
was mentioned by 2 teachers that courses that are traditionally very popular amongst 
Grade 10 boys are often scheduled at the same time as Grade 10 French. Robert Daigle 
and Linda Morgan believed that it was assumed by guidance counselors that boys in 
Grade 10 would not be interested in taking French and, therefore, would be available for 
other options. One teacher vented his frustrations with such scheduling. “I mean what 
would a boy rather take, Grade 10 French or Co-ed Phys. Ed? I mean, come on!” (Robert 
Daigle) Further emphasizing the influence of the guidance department, Stewart- Strobelt 
and Chen (2003) thought that neglect on the part of guidance counselors to promote the 
study of foreign languages was worthy of further study.
While the value of the qualitative data has been duly noted, the quantitative 
analysis also revealed some interesting findings in regard to the influence of Goal Setting. 
Only when examining those students who did not intend to study French in Grade 10, 
were no significant gender differences found pertaining to Goal Setting. These students, 
both males and females, had equally low scores. Those students who did not plan to
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continue studying French in Grade 10 scored more than a full point less than their 
counterparts who planned to study the language the following year. Keeping in mind that 
a 7-point Likert scale was used in this study, the large difference between the mean 
responses o f those students who planned to study French in Grade 10 and those that did 
not, serves to underline the influence of Goal Setting in L2 motivation.
Status of the French Language
Although questions pertaining to the status of French in Canada were not 
investigated in the quantitative phase of the study, it became increasingly clear in the two 
subsequent qualitative components that overt disrespect for the language was 
significantly weighing on the results. This discovery of an additional factor influencing 
L2 motivation in the qualitative phase of the study supports Ushioda’s (1996) claim that 
qualitative research can present aspects of motivation that would otherwise remain 
concealed. Furthering this idea, Norton (1993) proposed that past motivational research 
investigated the individual, while neglecting the context. This, too, would have been the 
case in the present study, had the interviews and document analysis not been included in 
the methodology.
As suggested during the student and teacher interviews and highlighted during the 
document analysis, the present state of FSL education in Canada can easily convey the 
impression of second class status. The message to our students, that French is a subject of 
lesser importance, is clear and coming from several directions. At the federal level this 
message is delivered in the form of drastic cuts in funding to FSL programs. At the 
provincial level, this diminished status is revealed through inappropriate spending of FSL 
funds and the optional nature of FSL courses. Unfortunately, no more respect is shown at
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the school board level, where FSL funds are diverted to areas deemed more important 
and where French teachers are forced to push carts and share classrooms.
This study has shown that the depreciated status of French has not gone unnoticed 
by teachers or students. While the students were somewhat less aware of the influence of 
governmental and school board policies and actions on their motivation to learn French, 
the teachers were unanimous and adamant that student motivation to learn French would 
increase if the government and school board placed greater value on learning the 
language. The following statement by Linda Morgan exemplifies this idea:
One of the number one reasons why I didn’t ever want to teach grade school 
French is because walking around as a professional with a cart or a big basket is 
insulting. The French teacher isn’t appreciated as a professional. There is like a 
hierarchy. “Who is the French teacher? Oh, she’s the one who gives our teacher 
her prep.” Or if a kid has to make up a test, that’s okay. “We’ll take him out of 
French class to do it.” I think the teacher and the subject is demeaned, and the 
kids get this message.
While both male and female students may be influenced by the decline in 
governmental and school board respect for French, it appears that male students are more 
severely impacted by their actions. Scheduling difficulties in particular, at the school 
board level, combined with a minimal number of options available to Grade 10 students 
make it increasingly difficult for males to take French after Grade 9. Adding further 
insight into the issue o f lack of support from guidance departments, during a conversation 
with the Director of Education with the participating school board, it was learned that 
guidance counselors, with the help of a widely used computer program, schedule Grade 9
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and Grade 12 courses into school timetables first. The reasoning behind this is to 
provide Grade 12 students with the courses they require to graduate without scheduling 
conflicts, and to deal with the varied courses offered to Grade 9 students. Courses offered 
in Grade 11 are then scheduled, followed by Grade 10 courses, including French. The 
result of this scheduling protocol is that by the time Grade 10 courses are dealt with, there 
are very few time slots available, and conflicts are unavoidable. It was further explained 
that since most males do not take French after Grade 9, courses that are traditionally very 
popular with boys, such as Physical Education, are offered in the same time slot as 
French. Following this school board logic, only those few boys that were interested in 
taking both French and Physical Education classes would have scheduling conflicts, and 
would have to make a decision which course to take (Director of Education, personal 
communication, June 4, 2004). Software programs, such as the one used by the 
participating school board, as well as the board’s scheduling protocol, are quite common 
in high schools. It is, therefore, reasonable to assume that school board practices across 
Ontario compel many male students to make difficult decisions, usually to the detriment 
of FSL enrolments. While the Director of Education refuted the notion that guidance 
counselors intentionally force the hands of male students to not take French in Grade 10, 
as was suggested by some teachers, she admitted the result of such scheduling procedures 
did disadvantage male students.
Social Perceptions
The hypothesis that Grade 9 male students would have more negative perceptions 
of the French language was also supported by the data from both the quantitative and 
qualitative phases of the study. Evidence of this perception was overwhelming. The
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message that French is perceived by boys as a female domain was not only conveyed 
by the students while completing questionnaires, but also by 11 of the 14 individuals 
interviewed. Adding to this mass of evidence is the previously mentioned research by 
Ddmyei and Clement (2001), Pritchard (1987), Rosenthal (1999), and Williams et al.
(2002), and this male researcher’s own experiences teaching French to children for the 
past 10 years. As a matter of interest, the 3 participants interviewed who did not share the 
perception that males perceive French to be a feminine subject, were male. Considering 
that this group of males consisted of 2 students who planned to take French the following 
year and a male teacher of French, leads one to speculate about possible bias influencing 
their responses.
Despite these few dissenting opinions, the general message was very clear. Males, 
more than females, perceive French to be a female domain. Large discrepancies in the 
number of males and females enrolled in senior French courses, and also in the number of 
males and females that teach these courses, were routinely provided by teachers and 
students as reasons for these gender differences. Another frequently mentioned reason by 
both teachers and students was that of traditional views of what is appropriate for a boy 
as compared to what is appropriate for a girl. The words of Robert Daigle, an experienced 
male French teacher, summarized this point: “There’s still a lot o f sexist thinking that a 
man doesn’t learn languages. A man does math or engineering, or whatever. Sexist 
behaviour still plays a great role. Learning French, it’s not perceived as a man’s job.”
The above-quote cannot be emphasized enough because its repercussions were 
felt throughout the study. Although the variable Student Perceptions of French was not 
found to be as powerful as some of the other variables (e.g., Integrative Orientation or
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Self-efficacy) when examining gender differences, its impact was more pervasive.
Student Perceptions of French were deemed by teachers and students to be mere 
reflections of societal perceptions of French, and societal perceptions were mentioned, to 
some degree, as an underlying reason behind gender differences in every one of the 15 
variables investigated in the student and teacher interviews.
As a case in point, the hypothesis pertaining to Self-determination, that males 
would attribute their successes and failures in French class to external sources, more so 
than would females, was supported by the quantitative data pertaining to all three sub­
scales (Effort, Context, and Luck) and by the qualitative data from both student and 
teacher interviews. The data pertaining to the sub-scales Context and Luck were 
particularly convincing. In all, 12 of the 14 interviewed supported the quantitative data 
that boys are more likely than girls to blame external sources, specifically previous 
teachers, for their difficulties in French class. In addition, 11 of the 14 participants 
interviewed validated the quantitative finding that males in Grade 9 FSL, more so than 
their female counterparts, attribute their failures and successes to luck. In spite of these 
strong findings in support of the hypothesis, insightful teacher-participants were able to 
see beyond these perceptions. Linda Morgan, for example, felt that societal perceptions 
were influencing these results. She believed males used luck as an excuse to explain 
success in French class in order to avoid harassment from other boys. “That’s really 
interesting because I do hear boys say, ‘Oh yah, I’m lucky. I guessed on that one. Lucky 
guess.’ I know they are lying. I know they know the answer.”
Defence mechanisms used by boys to avoid negative social repercussions were 
also thought to be the impetus behind significant gender differences in Self-efficacy. The
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data obtained from the questionnaires supported the hypothesis that boys in Grade 9 
FSL have a lower sense of self-efficacy than girls. In fact, Self-efficacy was amongst the 
most powerful variables when examining gender differences. In other words, males and 
females responded quite differently in regard to this variable. The data gathered during 
the qualitative phase, although further supporting the hypothesis, were not as conclusive. 
While 11 of the 14 interviewees reported boys to have lower expectations for success in 
French class than girls, only a total of 4 individuals felt these lower expectations were 
truly a result of perceived weaker ability. As pointed out by Kate below, in an attempt to 
come across as “one of the boys”, it was believed by several individuals interviewed that 
adolescent males often feign weakness in French.
I think guys just like to think they are less capable than girls, but if they really 
tried they wouldn’t be. A lot of guys put on a “dumb act”, like they don’t know 
what is going on, and some of them really don’t, but the others are just doing it to 
try and look cool. (Kate)
Results for Intrinsic/Extrinsic Motivation were also indicative of societal 
influence. The hypothesis that males in Grade 9 FSL would be less intrinsically and more 
extrinsically motivated was supported by two of the three sub-scales in the quantitative 
phase of the study. Female students were perceived to prefer more challenging work than 
males and also to be more curious to learn new things. Participants, such as David, 
reported that it was not “cool” for a boy to appear keen to want to study any subject, 
especially a subject like French, often thought of as more a female domain. “I’d say girls 
enjoy learning new things more than guys. I don’t know why, but I have that impression,
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pretty much in all subjects, except for maybe Phys. Ed. I think guys like learning new 
things in Phys. Ed” (David).
In this discussion of the influence of societal perceptions on L2 motivation it 
would seem appropriate to once again draw upon the recent research of Domyei (2001, 
2003) that focuses on the temporal nature of motivation. According to the researcher, at 
the actional stage of L2 learning, which would encompass Grade 9 students, the 
motivational influence of the group is of particular relevance. Domyei and Murphey
(2003) added that the influence of the group is particularly relevant in the L2 classroom 
where an emphasis is placed on group interaction. The power of the group, as described 
by the above researchers, is made blatantly clear in the ensuing paragraph pertaining to 
Matt, one of the male students interviewed.
Although perceived as a female domain, there are of course boys, like Matt, who 
do enjoy learning French, and who do have positive attitudes and perceptions of the 
language. However, it is perhaps with regard to this point that the study’s most troubling 
finding emerges. Negative societal perceptions were found to override positive attitudes 
such as those held by Matt. Students who want to learn French, who like French, and who 
are good at it, are bowing to societal pressures and abandoning their pursuit o f learning 
the language. One only has to think back to a previously cited comment made by Danielle 
Jones, a department head at one of the participating schools: “I’ve got Grade 9 male 
students who like French and who are doing really well, but who are thinking, you know, 
‘Why am I going to pursue something, if there is going to be some negative backlash?”’ 
Societal perceptions of what is thought to be “male-appropriate behaviour” are limiting
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boys’ choices in high school. Many male students are forgoing the study of French to 
adhere to societal perceptions of masculinity.
It is apparent in this study that boundaries have been established with regard to 
what it means to be masculine in western society. Instead of looking at masculinity on a 
continuum, or looking at what it means to be male as a broad concept, our society has 
constructed a very narrow and limiting definition. Anything that steps slightly beyond 
this constricting definition is, as a result, considered to be less than masculine, and by 
extension, gay. Although the word “gay” was never specifically stated, words like 
“cissies”, “wusses”, and “girly” were often used when describing boys that liked French. 
There was an air of homophobia that was evident in the student interviews. It was clear 
that male students, in particular, were averse to studying French due to its “cissy” 
associations. According to Flood (1997), hegemonic masculinity, the dominant model of 
how to be male, is structured by such homophobia.
For many males in high school, one of the greatest concerns is to demonstrate a 
heterosexual masculinity (Frank et al, 2003). They avoid behaviours that might cast 
suspicion on their sexual identity. Adolescent males are faced with the continuous threat 
of being perceived as gay, and the continuous challenge of proving that they are not 
(Flood, 1997). The fear of being labeled gay as a reason for boys avoiding French class 
lends support to the previously mentioned work of Markus and Nurius (1986) involving 
“possible selves.” An important aspect of one’s possible self is not only what one would 
like to become, but more to the point here, what one is afraid of becoming. Aspiring to 
become their “ideal selves”, boys steer clear of activities, such as French class, that may 
come with negative associations for males.
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The fear of being labeled gay also draws attention to the previously mentioned 
gender identity research by Whitehead (1996). According to Whitehead, adolescence is a 
crucial period in the development of a gender identity. As a result, adolescent boys are 
particularly sensitive to sex stereotypes. Whitehead found that the appropriateness of a 
subject for one’s sex was an important factor in the decision-making process for boys, but 
not for girls. It was made evident in this study and others (Pritchard, 1987; Rosenthal, 
1999; Williams et al., 2002) that French is perceived as a feminine subject. When 
choosing subjects boys tend to avoid subjects that are perceived as feminine, and hence, 
avoid taking French.
The influence of societal perceptions of masculinity may actually extend to 
include the previously discussed findings pertaining to Goal Setting. The advantaged 
position afforded to males in society with respect to careers, money and power (Burgess, 
Park, & Robinson, 2004; McIntosh, 1989) may help to further explain why girls are 
setting more frequent and specific goals than boys. The girls in this study were more 
aware of the career-related benefits of learning French than the boys, and were planning 
on using their knowledge of French to break into lucrative, traditionally male-dominated 
careers, and thus move up the social ladder. The term “investment” used by Peirce 
(1995), rather than “motivation”, seems to be particularly applicable in regard to these 
girls. As illustrated in the following comment made by Matt, girls are investing in 
learning French, in the hope that one day this investment will pay dividends:
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I think mainly girls are interested in learning French to get a job, because the 
workforce is dominated by males who make all kinds o f money. So the girls want 
to get in there and take away from the basic stereotypes of being a secretary or a 
waitress.
The boys, on the other hand, perhaps accustomed to their social advantages pertaining to 
money and power (Burgess et al., 2004; McIntosh, 1989), did not feel the need to learn 
French. Kate’s thoughts prove to be very insightful in this respect. “Boys, to me, it seems 
are happy to stay at the same spot, and don’t want to get any better. I think it is because 
they feel they don’t need to.” Continuing this line of thought, a very interesting 
comparison could be drawn between the girls in the present study and the English as a 
second language (ESL) students in a study by Mady (2003). Mady attempted to compare 
the motivation of ESL and Canadian students to leam French. Like the girls in the present 
study, the ESL students were "investing" in French, in hope of gaining cultural capital. 
The female FSL students interviewed in this study reported they were learning French to 
help them pursue careers in law, international business, and medicine, just as the ESL 
students in Mady’s study reported they were learning French in order to get jobs and 
become more "Canadian". It could be argued that both groups are disadvantaged in 
Canadian society and want to improve their social status. The male FSL students, on the 
other hand, like the Canadian students in Mady's study, already have the capital and the 
status, and thus, do not feel the need to take French. There are a lot of inherent 
advantages to being a boy (McIntosh, 1989). If taking French is going to make boys 
appear more "feminine", or more like "girls", then it could be surmised that boys who 
wish to leam French have a lot to lose.
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As even further evidence of its widespread influence, it could be argued that 
societal perceptions are also the impetus behind the depreciated status of the French 
language. The diminished status of the French language at the governmental and school 
board levels may also have deep-rooted origins in engendered societal perceptions and 
male privilege. French, like Drama, Art, and Home Economics, is perceived as more of a 
female-oriented subject. It is perhaps of no coincidence that these “feminine” subjects are 
the ones so often hurt by budget cuts or targeted for elimination. Drastic cuts in binding 
and threats to eliminate programs are part of everyday life in traditionally female- 
dominated programs like FSL. Similar cuts and threats do not seem to apply to 
traditionally male-dominated areas like math and science.
Unsupported Hypotheses
Throughout this discussion attention has been focused on the results that have 
supported the initial hypotheses. Perhaps this emphasis is just, given that 9 of the 12 
hypotheses were, in fact, supported by the data. Nevertheless, it is this researcher’s belief 
that the three unsupported hypotheses are still worthy of consideration. The hypothesis 
that male students in Grade 9 would have greater French class anxiety was not supported 
by the data. That is to say, the male students in this study did not perceive themselves to 
be more anxious in French class than did the females. Not only do these findings not 
support the hypothesis, but they do not support the findings of previous research either 
(MacIntyre et al., 2003; Massey, 1994; Rouxel, 2000). However, the use of younger 
participants in the study by Massey (Grade 5), older participants by Rouxel (Grade 10) 
and French immersion students by MacIntyre et al., may help to explain the different 
findings. Studies have shown that it is Grade 9 core French students who tend to possess
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negative attitudes toward French (Burstall, 1975; Smith & Massey, 1987; Stern,
1982). As repeated over and over again during the student and teacher interviews, many 
boys in Grade 9 core French just do not care about learning the language. This pervasive 
air of indifference on the part of male students in Grade 9 FSL was also observed by the 
researcher while collecting data in many classrooms in 10 different secondary schools. It 
would seem a logical assumption to make, that someone who simply does not care about 
learning French would be equally apathetic in regard to all aspects of learning the 
language, including anxiety.
Similar reasoning could also be used in the case of Tolerance of Ambiguity. The 
hypothesis that males were less tolerant of ambiguity than females in the Grade 9 FSL 
classroom was not supported by the data from the quantitative phase of the study. That is 
to say, the male students in this study did not perceive themselves to struggle more with 
the uncertainties and contradictions found in FSL classrooms than did the females. It 
would again be a fair assumption to make that someone who simply does not care'about 
learning French would be equally apathetic in regard to all aspects of learning the 
language, including the ambiguity that can be experienced.
The hypothesis that boys might be more instrumentally oriented than girls in 
Grade 9 FSL was also not supported by the data. Far from supporting the hypothesis, the 
data gathered from the questionnaires and the interviews actually suggested that females 
are more instrumentally oriented than males in Grade 9 FSL. While significant 
differences were reported in favour of females, instrumental orientation was a less 
powerful variable in the quantitative and qualitative phases. In fact, the results of the 2x3 
two-way ANOVA showed no significant difference between male and female responses
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to the items pertaining to Instrumental Orientation. Furthermore, only half o f the 14 
people interviewed perceived females to be studying French for more practical reasons 
than boys, while the remaining half perceived no gender differences at all. These results, 
that females are more instrumentally oriented to learn French than males, supported 
neither the hypothesis in the present study, nor those of previous studies. Only in the 
recent study by Stewart-Strobelt and Chen (2003), investigating high school students’ 
reasons for studying foreign languages, were females found to be more instrumentally 
oriented than males. However, in the study, neither the age nor grade of the student- 
participants was mentioned. As a result, it may be imprudent to apply these findings to 
the Grade 9 students involved in the present study. Subsequent analysis o f the mere two 
additional studies that specifically investigated gender differences in Instrumental 
Orientation (Baker & MacIntyre, 2000; Massey, 1994), in which boys were found more 
instrumentally oriented than girls, may help to explain the contradictory findings reported 
in the present study. In the study by Baker and MacIntyre (2000), the male participants 
involved were French immersion students and core French students in Grades 10 to 12. 
Having decided to pursue the study of French after Grade 9, these males were likely more 
interested in learning the language than many of the Grade 9 participants in the present 
study, and were also possibly more aware of the career-related benefits of learning 
French. In Massey’s research (1994), the participants lived in Ottawa, where speaking 
French is not just an advantage when looking for a job, but perhaps a necessity. When 
examining the results of the present study it also needs to be remembered that during the 
student interviews a number of the boys thought that learning French would better 
prepare an individual for office and secretarial jobs. As Mark noted, “It’s mainly girls
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that are going to take the secretary and office jobs where you would have to be 
bilingual.” It may be this perception of French that is discouraging boys from learning 
French for instrumental reasons.
Another interesting finding pertaining to Instrumental Orientation was that it 
appeared to be a distinguishing factor between the males and females who planned to 
study French in Grade 10 and those who did not. Keeping in mind that a 7-point Likert 
scale was used in this study, mean responses from both males and females who planned 
to study French in Grade 10 were almost 3 points higher than males and females who did 
not plan to study French in Grade 10. Perhaps a greater awareness of the practical reasons 
for studying French was a determining factor in the decision to continue learning the 
language.
Summary of Discussion
The concept of L2 motivation being so broad, it seems appropriate that the factor 
found in this study to weigh so heavily on L2 motivation would be equally 
comprehensive in its influence. In this study, societal perceptions were found to influence 
all 15 of the 18 variables where significant gender differences were reported. Ironically, 
the three variables where societal perceptions were not thought to be of influence, 
Tolerance of Ambiguity, French Class Anxiety, and Mastery, only serve to further 
indicate the widespread nature of societal influence. A note-worthy distinction needs to 
be made when discussing these three variables, where no significant gender differences 
were reported. All three variables appear to be similar in the respect that they are more 
cognitive in nature than the other variables influencing L2 motivation. Tolerance of 
Ambiguity, for example, refers to a cognitive willingness to tolerate ideas that run
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counter to one’s own beliefs (Naiman et al., 1978). The other factors, where 
significant differences were reported, such as Parental Encouragement and Integrative 
Orientation, all have a more social component to them. The fact that significant gender 
differences were reported in regard to these “social” factors, but not the “cognitive” 
factors, again stresses the power of societal influence on L2 motivation.
The far-reaching influence of societal perceptions serves to effectively bring 
together the diverse and multiple components presented in this study. The discussion of 
societal influence incorporates not only the findings from the questionnaires, the 
interviews, and the document analysis, but also various concepts introduced in the 
literature review. More importantly, the role of societal influence has helped to explain 
and better understand the results of this study. Why do boys feel as though they are not as 
capable as girls in French? Society has told them in no uncertain terms that they are not 
supposed to be. Why are boys less interested in learning about French culture? Society 
has made it clear that that is more of a female concern. And why do boys feel that they 
have to be lucky to do well in French? Once again, society has let it be known that it is 
not “normal” for a boy to do well in French, so instead of admitting to be different, boys 
attribute their successes in French to external sources like luck. The words of Craig 
Turner resonate: “I think boys see it as a flaw in their character if they enjoy French, or 
worse, if they are good at it.”
Limitations of the Study
There is the danger in this study of painting boys with too broad a brush. It is 
inaccurate to portray all boys as unmotivated, or even to say that a particular boy is 
always unmotivated. In support o f the work of Peirce (1995), it must be remembered that
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people are dynamic, multidimensional, and capable of great change. One week a boy 
may be unmotivated in his French class, and the next week the exact opposite may be the 
case. For this reason, it was stressed while administering the student questionnaire that all 
students respond in such a way that they were not to describe how they felt that particular 
day, or perhaps how they felt that particular week, but how they felt in general.
Although the sample size of students who completed the questionnaires was large, 
it is not possible to ensure that it is truly representative of the entire population of Grade 
9 students in Ontario or across Canada. Attitudes toward learning French in the southern 
Ontario county where this study took place may be different from the attitudes held by 
students in largely French-speaking areas, such as Ottawa, or in large urban areas like 
Toronto. For this reason, the findings of this study cannot be generalized to all Grade 9 
students.
The sample size of teacher-participants, on the other hand, was small. Only 6 
teachers were interviewed: 3 males and 3 females. The percentage of male French 
teachers who participated in this study was much higher than the actual percentage of 
male French teachers in this school board, and in most school boards for that matter. As a 
result, the findings of the teacher interviews cannot be generalized either.
There are also limitations inherent in the chosen methods of data collection. For 
example, non-responses and the inability to ask follow-up questions are limitations 
commonly associated with questionnaires (Gray & Guppy, 1994). It is also worth 
mentioning that the requirement of parental consent for student participation may also 
have had an effect on the results. Those students who neglected to obtain parental consent 
may be the same students who lack motivation in the FSL classroom. At the other end of
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the spectrum, students were required to have two separate parental consent forms 
signed, if they wished to participate in the student interviews. As a result, the more 
serious, responsible students may have participated in the interviews. These students’ 
perceptions may be different from those students who did not bring in both consent 
forms. This may have influenced the findings.
Researcher bias was also a concern. In some respects the researcher, an 
experienced French teacher, may have pushed his beliefs onto others. For example, the 
researcher may have asked the student-participants leading questions during interviews. 
To control for this threat the researcher asked each student a set of specific and structured 
questions that had been previously inspected by a supervising researcher.
Subject characteristics may have been another limitation. It was noted on several 
occasions during student interviews that in cases where nearly all individuals were in 
strong agreement in regard to a particular opinion, a lone male dissented from the group. 
It was the researcher’s observation that this academically-oriented male student struggled 
to differentiate between his attitudes and behaviours and those of the other male students 
in his Grade 9 French class. Although this could lead to misleading results, due to the 
strong nature of the findings in this study, it is not believed that this individual had a 
significant impact on the results.
Subject fatigue was also a possible weakness. Due to the length of the 
questionnaire, student-participants may have grown tired during its completion. Such 
subject fatigue may have had an influence on student responses, particularly toward the 
end of the questionnaire. To control for this threat, the questionnaire was piloted on a 
group of students similar in age to the student-participants in the present study. During
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this pilot, it was determined that the questionnaire could be carefully completed in 
less than 30 minutes.
In concluding this section on limitations, it must be acknowledged that while it 
was a stated goal o f this study to broaden the concept of L2 motivation beyond Gardner’s 
Socioeducational Model, one component of Gardner’s model was actually omitted from 
the study. Gardner’s influential model has three main components: motivation, 
integrative/instrumental orientation, and attitudes toward the learning situation (Gardner, 
1985). The third component of this model, attitudes toward the learning situation, was not 
included in the present study. The researcher was required to remove this component due 
to reticence on the part of the participating school board. Elements related to this third, 
and smallest component deal specifically with student attitudes toward their French 
teacher, as well as toward various French class activities (Gardner et al., 1979). The 
school board involved in this study did not wish to have its students appraising its 
teachers or its classroom activities. In order to obtain permission to conduct this study, 
the researcher was required to remove the items pertaining to attitudes toward the 
learning situation, which were deemed inappropriate by the school board.
In this researcher’s opinion, the removal o f the third component of Gardner’s 
definition did not adversely affect the outcomes of the study. One of the study’s strongest 
findings was that classroom experiences and student attitudes are of relatively less 
significance than societal perceptions. Males students involved in this study who had 
positive attitudes toward French culture and French class were nevertheless reporting that 
they were not motivated to learn French, for fear of social repercussions. This power of 
societal perceptions over individual attitudes was further suggested in the previously
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mentioned study by Mady (2003). In this Canadian study it was reported that despite 
having positive attitudes towards the French teachers, the students were still not as 
comfortable learning French as was expected. The researcher suggested that societal 
factors, such as peer influence, may be overriding positive student attitudes toward 
learning French.
Implications and Applications
The present study investigating gender differences in L2 motivation represents the 
first large-scale study of its kind in a Canadian context. As a result, its contribution to the 
existing body of knowledge is significant. In this section, some of the study’s more 
noteworthy contributions, as well as its possible implications for L2 classrooms, 
particularly FSL classrooms, are discussed.
Building upon the traditional and widely-used model of L2 motivation introduced 
by Gardner (1975) almost 30 years ago, the present study has broadened the definition of 
L2 motivation to include a number of classroom related factors that have been found to 
influence L2 motivation. In so doing, the study has responded to a growing demand in the 
research community for a more classroom-friendly approach to L2 motivation that allows 
for greater input on the part of the practicing teacher (Crookes & Schmidt, 1991;
Domyei, 1994; Johnstone, 1995; Oxford, & Shearin, 1994). This broader approach to L2 
motivation is also consistent with the more recent research in the field. The process- 
oriented approach to L2 motivation research (Domyei, 2001, 2003) that accounts for the 
temporal and dynamic nature of learner motivation, as well as the study of L2 speakers’ 
willingness to communicate (Domyei, 2001, 2003; MacIntyre et al., 1998,2002) also 
incorporate a host of learner variables.
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The quantitative analysis o f the data obtained in this study would seem to 
support this modified view of L2 motivation. Statistical analyses revealed that every 
factor incorporated in the modified definition of L2 motivation used in this study was 
functionally related to a student’s decision whether or not to study French the following 
year. Students who reported more positive scores on items pertaining to Goal Specificity, 
for example, were more likely to study French in Grade 10 than those whose responses 
were more negative. The same could be said for every other factor incorporated in this 
modified definition of L2 motivation.
While it may have already been a widely-held belief amongst L2 teachers and L2 
students in Canada that adolescent boys are less motivated to learn French than girls, a 
thorough literature review unearthed no concrete evidence to support this claim.
Although the findings of a number of studies (Callaghan, 1998; Netten et al., 1999; 
Pagliaroli, 1999; Warrington & Younger, 1996) suggested adolescent males were less 
motivated to learn French than their female counterparts, gender differences in 
motivation to learn French in Grade 9 have never been investigated in a Canadian context 
in this manner. Using instruments designed specifically to measure L2 motivation, an 
additional contribution of this study is that it has provided evidence that Grade 9 males in 
Canada are, in fact, less motivated to learn French than their female counterparts.
An additional contribution of this study is that its findings not only showed males 
to be less motivated to learn French, but they also helped indicate where gender 
differences exist in a broad array of factors that ultimately result in unmotivated male 
FSL students. An ensuing implication of these findings would be that if gender 
differences in specific factors that influence L2 motivation were targeted, perhaps the
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outcome would be more motivated male students in Grade 9 FSL. The study did, in 
fact, pinpoint a number of specific factors influencing L2 motivation where significant 
gender differences exist.
This study also helped to underscore the growing interest in Goal Setting as a 
factor influencing L2 motivation. Not only did the findings of this study support the 
claims of Warrington and Younger (1996) that males set less frequent and specific goals 
than females, but they also drew attention to the serious consequences that such gender 
differences can have on a student’s L2 motivation. Gender differences in Goal Setting 
were frequently reported by both teachers and students as an underlying cause of gender 
differences in other areas influencing L2 motivation. It is apparent, with the 
implementation of the Teacher Advisor Program (TAP), that the Ontario Ministry of 
Education is aware of the importance of Goal Setting. However, in light of many student 
and teacher comments, forcing students to set impersonal goals in contrived situations in 
order to complete homework assignments does not appear to be effective. The Director of 
Education of the participating school board, herself, conceded that the Teacher Advisor 
Program was not particularly effective (Director of Education, personal communication, 
June 4, 2004). Perhaps more effort is needed in explaining to students the importance of 
setting goals and in encouraging them, not forcing them, to set goals applicable to their 
own lives.
A list of possible contributions made by this study would have to include the 
benefits to be had through the use of mixed methodologies, which this researcher feels 
were made obvious in the present study. Although the quantitative phase of the study was 
its foundation, it was the qualitative data provided by the interviews and the document
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
246
analysis that made the picture of gender differences in L2 motivation much clearer.
The inclusion of the qualitative phase also served to make the study’s findings much 
more convincing. The results pertaining to all 15 variables, where significant gender 
differences were reported in the quantitative phase, were further supported in the 
qualitative phase. In fact, the results from the student and teacher interviews not only 
validated the findings from the questionnaires, they also reflected the strength of the 
quantitative results. Goal Frequency, for example, was found to be one of the most 
powerful variables in the quantitative data analysis. The strength of this variable was 
mirrored in the subsequent interviews, during which time 13 of the 14 people interviewed 
agreed that boys set less frequent goals than girls. Gender differences pertaining to 
Instrumental Orientation, on the other hand, while still significant, were less powerful in 
the quantitative and qualitative phases of the study.
The use of a mixed methodology also drew attention to the value of incorporating 
student voice in research. Not only did the inclusion of thoughts and words of students 
allow for the insightful opinions of those most impacted by the issue of gender 
differences in L2 motivation, but it also provided a refreshing change from the technical 
writing often found in such research reports.
Discussing the variety of factors influencing L2 motivation, such as Goal Setting 
and Instrumental Orientation, leads to the study’s strongest findings. While the researcher 
acknowledged the presence of societal factors at the onset of the paper, it was his intent 
to focus on classroom-related factors influencing L2 motivation. However, after careful 
analysis of the qualitative data it became evident that societal influences were at the root 
of gender differences in classroom-related factors. Although these findings lend some
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support to Gardner’s Socioeducational Model, which emphasizes the role of societal 
factors, they also point out inherent weaknesses in this model. Gardner’s model takes into 
account individual attitudes toward the L2 and its people, as well as the attached value to 
learning the L2. As pointed out by Siegel (2003), the model does, however, neglect to 
incorporate the status the L2 maintains at that time in the language learning environment. 
It is the reduced status of the French language, made so evident in the document analysis, 
as well as the societal perceptions pertaining to French, that weigh so heavily on the 
results. It is the diminished respect for the French language, as well as its reputation in 
society as being feminine that have had such pervasive effects on the study’s findings.
Furthermore, social-psychological models like Gardner’s give the false 
impression that individual learners can choose whether or not they wish to “integrate” 
into the target language culture, ignoring the power of societal influences. It became 
increasingly clear during the student interviews in the present study that the stigma 
attached to the French language was preventing even those boys who may have been 
interested in learning French from pursuing their studies in the language. This 
observation is validated by the previously cited work of Tollefson (1991), who stated that 
social-psychological models in L2 acquisition imply that learners are free to make 
choices about why they interact with speakers of the target language or why they are 
motivated to learn the language. Toffelson went on to criticize these models for ignoring 
the power of societal factors that often dictate the language learner’s decision.
Although factors existing at the societal level were found to be highly influential, 
that is not to say that nothing can be done at the classroom-level to influence a student’s 
L2 motivation. In fact, another substantial contribution of this study is the realization that
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classroom, or micro-level factors, and societal (macro-level) factors are mutually 
influential. Comments made during student and teacher interviews suggested that 
elements of the micro-level, that being the FSL classroom, are, in fact, helping to uphold 
many of the societal perceptions that are negatively influencing young male students. 
Modifications made at the classroom level, for example, may help to change societal 
perceptions of French, which in return may help alleviate gender differences in a number 
of other classroom-related factors examined in this study. The apparent influence of 
micro-level factors in this study also serves to bolster the call for a more classroom- 
friendly approach to L2 motivation. Gardner’s influential model emphasized the role of 
factors at the macro-level. The finding that micro-level analyses can provide insightful 
information on the role of the macro-level in L2 motivation is further supported by the 
work of a growing number of researchers (Domyei, 1994; Oxford & Shearin, 1994; 
Siegel, 2003). Domyei, for example, suggested analysis of factors influencing L2 
motivation at the language status level (macro-level), as well as at the learner and 
learning situation level (micro-level).
A number of micro-level, or classroom-level, suggestions were provided by 
students and teachers to help alleviate gender differences in L2 motivation. Upon analysis 
of these recommendations made by both students and teachers, four major themes 
emerged. First, greater effort needs to be made to tap into male interests in the FSL 
classroom. It was felt by both teachers and students, male and female, that by 
incorporating topics geared more toward male interests, such as sports, or at the very 
least, incorporating more gender-neutral topics into the FSL classroom, boys would 
become more integratively oriented to learn French and also more intrinsically motivated
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to learn the language. By discussing topics such as French culture under the guise of 
hockey, not only are more boys likely to become interested in learning about French 
culture, but they are also more likely to change their perception that French is a feminine 
subject.
On a similar theme, it was repeatedly mentioned that boys need to be exposed to 
more French-speaking males. Ideas such as going on field trips to Quebec, inviting 
French guest-speakers and musical groups, and even previous students that have learned 
French, were all mentioned by several individuals. By exposing Grade 9 boys to other 
French-speaking males, they become more aware that French is not just for girls. 
Exposing boys to more male French-speaking people includes exposing them to more 
male French teachers. The very small percentage of male French teachers serves only to 
reinforce the notion that French is a female domain. With this notion in mind, males are 
less likely to pursue French studies, which in turn results in fewer male French teachers. 
Thus, the cycle continues. Both teachers and students alike felt that this cycle must be 
broken if males are to perceive French in a more positive light. The need for male French 
teachers, particularly at the elementary level, was thought to be crucial. However, at a 
time when French teachers are in short supply, increasing the number of male French 
teachers would, undoubtedly, be a difficult task. As a case in point, over the past 17 years 
at a medium-size university in Canada, out of 303 Bachelor of Education students 
obtaining Intermediate/Senior level qualifications to teach French, only 58 were male. In 
other words, of over 300 prospective secondary FSL teachers, less than 20% were male 
(Professor at the Faculty of Education, personal communication, July 30, 2004).
Although the figures were not available, the percentage at the elementary level was
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
250
believed to be even lower. Greater efforts need be taken by faculties of education and 
school boards to encourage men to become French teachers.
It is this researcher’s own experience with his present school board that many 
male teachers with French qualifications are teaching other subjects. Perhaps efforts 
could be made to lure these teachers back to the FSL classroom. The students and 
teachers interviewed felt that exposing boys to male French-speaking role models, such 
as male French teachers, would have an impact on Integrative Orientation, Intrinsic 
Motivation, Self-efficacy, and obviously Perceptions of the French Language.
Students and teachers also thought that education has possible far-reaching 
influence in the FSL classroom in both addressing specific areas where gender 
differences exist and also in changing social perceptions. According to suggestions made 
during interviews, education could take the form of job-fairs, where both boys and girls 
are made aware of the multitude of careers in which knowledge of French would be 
beneficial. Such awareness would lead both to increased instrumental orientation, and 
also to a change in the stereotypical perception that French is only for girls who want to 
become French teachers. If parents, teachers, guidance counselors, and even other 
students from different classes were invited to these job-fairs, not only may this 
contribute to further changes in perceptions of French, but also, as a consequence, may 
lead to increased encouragement to study French from all those who attend. Further 
suggestions pertaining to education, made by teachers and students, ranged from large- 
scale campaigns organized by school boards or the government promoting the study of 
French among boys, to more modest suggestions, such as informing parents of the 
importance of French during parent/teacher interviews.
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Attempts should also be made in the classroom to rectify irrational 
perceptions related to France and the French language. For example, the pejorative 
portrayal o f France as “cowardly” and backwards industrially that was made evident in 
the literature review needs to be addressed. Perhaps brief discussions pertaining to 
France’s previous military accomplishments or its technological advancements may help 
change these erroneous perceptions.
Several FSL teachers believed that a greater awareness of the value of learning 
French in Canada could also lead to greater respect for the language. The need for greater 
respect for French, as demonstrated in the interviews and document analysis, is 
undeniable. As long as French class is treated as a subject of lesser importance, 
motivation to learn French and, thus, FSL enrolments, will continue to suffer. According 
to the FSL teachers interviewed and FSL stakeholders across Canada, the only way for 
French to be considered on par with other subjects like math or science is for the study of 
the language to become mandatory throughout secondary education. While this may be 
beyond what can be accomplished at the classroom-level, it is not beyond reason. One 
only needs to look at the province of Alberta to realize that major governmental changes 
in favour of FSL programming are possible. As mentioned in the document analysis, in 
Alberta a new policy is to be implemented starting in 2006 requiring the study of a 
second language in Grades 4 to 9 (Government of Alberta, 2004; Canadian Parents for 
French, 2004). If such a positive change is being implemented in Alberta, there is no 
reason why similar changes cannot be made in other provinces across Canada.
Changes must also be made at the classroom or school board level to improve the 
status of FSL instruction. In order for the study of French to be respected by students, it
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must also be respected by teachers and administrators. To demonstrate this respect,
French teachers, at the elementary and secondary levels, must have their own classrooms. 
The pushing around of carts was thought by all teachers interviewed to be insulting to 
them as professionals and extremely demeaning to the FSL program. While this 
recommendation would require some reorganization on the part of schools, it is by no 
means too much to ask. If school boards can routinely find space in their schools to rent 
to day care centres, there appears to be little justification for FSL teachers sharing 
classrooms.
A variety of other ideas and suggestions were presented by students and teachers 
on how to address gender differences in a number of factors found to influence L2 
motivation. However, in light of the pervasive influence of societal perceptions, as made 
evident in this study, attempts to address many of these gender differences may, in the 
end, serve as mere band-aid solutions. Ultimately, what needs to be done is to challenge 
dominant societal views of masculinity.
In order to broaden the scope of masculinity, open and honest discussion amongst 
males must be encouraged and initiated. There is a need for greater discussion on what it 
means to be masculine. Such discussion should not only be held in token courses dealing 
with sexuality, but in all courses when the opportunity arises. Male students must be 
encouraged to open up and discuss their feelings, for it is in this area that they are so 
lacking. In a paper on gender and boys, presented at the Canadian Society for the Study 
of Education Annual Conference (Burgess et al., 2004), it was mentioned that males often 
do not have the vocabulary to talk about their gender socialization. In fact, during this 
presentation a number of males in attendance, including this researcher, were asked what
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it meant to them to be “male”. Without exception, the question was followed by an 
uncomfortable silence. Men who previously were very vocal and opinionated were now 
at a loss for words. As dominant, privileged group members, males have not needed to 
communicate their feelings in response to prejudices and stereotypes. Once again 
emphasizing the influence of society, it is those that are disadvantaged, often persecuted 
in society, that are so fluently able to describe their emotions, who are so able to find the 
words to fight social injustice (Burgess et al., 2004). If one were to ask an African 
American adult what it meant to be black, or a homosexual what it meant to be gay, 
would they be at such a loss for words? It is only through discussion that we can help 
males find the words. Following such discussion, with a new awareness of the 
complexity o f gender issues and an expanding vocabulary, young men may be able to 
articulate their new found perceptions, and also to start initiating change (Burgess et al., 
2004; Frank et al., 2003).
By discussing with male students the restrictive and limiting nature of societal 
perceptions o f what it means to be masculine, we may also be inadvertently 
implementing a suggestion made by Domyei and Murphey (2003). In their previously 
mentioned book on group dynamics in the language classroom, the researchers 
emphasized the bonding and motivational nature of joint hardship. According to Domyei 
and Murphey (2003), there is a consensus in the literature on the beneficial group effects 
of sharing a common predicament. In such situations, a mutual acceptance is fostered in 
an attempt to overcome the obstacle.
The qualitative research in this study demonstrated that boys who wish to study 
French are concerned with how they will be perceived by other boys. If we could
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somehow unite all boys, perhaps through discussion, in the common goal of refusing 
to adhere to societal expectations of masculinity, we would be doing a service to the 
atmosphere of L2 classrooms, French class enrolments, and possibly to boys themselves.
The teachers interviewed in the present study had their own ideas for how to 
initiate change in societal perceptions of French. Craig Turner emphasized the 
importance of male core French students at his school being exposed to French 
immersion students. Particular emphasis was placed on exposure to popular male French 
immersion students who were also on the football team or student government. Such 
exposure, he felt, would help to change perceptions that French is not an appropriate 
subject for males. Similar ideas surfaced in other teacher interviews. Linda Morgan, for 
example, added that we need to advertise our successful and, again, popular male FSL 
students to change perceptions. Lisa Beneteau thought schools could do a much better job 
of advertising their French programs by bringing back former male FSL students. Further 
demonstrating the insight of the teacher-participants, their ideas are supported by research 
on masculinities (Burgess et al., 2004; Frank et al., 2003).
In the previously mentioned study by Frank et al. (2003), the researchers 
demonstrated how alternative actions by a group of school-aged males can help change 
traditional ideas of what it means to be male. In the words of the researchers, the boys in 
the study used their culturally privileged positions in ways that allowed them to 
challenge, disrupt, and rewrite the cultural scripts of masculinity. The boys in the study 
by Frank et al. (2003), just like the popular male FSL students described by the teachers 
in the present study, represent the cracks in the walls of the socialized concept of
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masculinity. The more cracks we can expose in these walls, the more likely we are to 
break them down.
While the need to expose our male students in FSL to other French-speaking 
males has been made evident by students and teachers in the study, care must be taken 
not to feed into traditional stereotypes. By only exposing our male students to French- 
speaking hockey and football players, by only exposing them to traditionally male topics, 
such as sports, and by only exposing them to “macho” male French teachers, we run the 
risk of upholding the stereotypical image of the “masculine” male. Exposure to such 
“masculine” students, teachers, and topics may help change the perception that French is 
only for females, but at the expense of perpetuating the narrow definition of what it 
means to be male. Male FSL students do need to be exposed to popular and athletic 
French-speaking males, but they also must be exposed to French-speaking males who do 
not adhere to the definition of the “typical” male. In exposing male FSL students to other 
French-speaking males who are perhaps not athletic, but instead artistic or intellectual, 
we are helping to broaden the concept of masculinity. Having male students encounter a 
diverse group of French-speaking males not only demonstrates that French is not just for 
females, but also that there are multiple forms of masculinity.
The implications and applications of this study may, in the end, exceed the initial 
expectations of the researcher. Although the focus of this study was on FSL, its 
implications may extend beyond French to include other second and foreign languages.
In fact, many of the findings of this study may also be applicable to the more traditional, 
compulsory courses. English language arts, for example, is another subject thought to be 
more of a female domain where many boys are underachieving and disinterested.
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Interesting comparisons could also be made between the problems many boys are 
experiencing today in FSL and the plight of females in the once male-dominated field of 
math and science. Perhaps many of the findings of the present study could be applied not 
only to the teaching of French to males, but also to the teaching of English to males, and 
math and science to females. The idea o f teachers gearing math, science, and English 
lessons toward a particular sex of student is becoming more and more likely as school 
boards scramble to address disparities in achievement between the two sexes. The school 
board involved in this study has recently decided to offer single-sex classes in some of its 
schools in an attempt to boost literacy skills among boys and math skills among girls 
(Danese, 2004). During recent conversations with the Director of Education of this school 
board, it was discovered that while single-sex math, English, and science classes were 
being planned, offering single-sex FSL classes had not been considered at this point. This 
too, may be indicative of a general decline in the status of French among educational 
policy makers.
On the larger macro-level, the findings o f this study may actually extend not only 
beyond the L2 classroom, but also beyond academics. Socially constructed views of what 
it means to be “masculine” could also provide possible explanations for much larger 
issues troubling men and boys today. The traditional image of the strong male, interested 
in football, not languages, has far-reaching repercussions. References made earlier in this 
study to the “strong, silent type” during a historical account of the schooling of males 
again come to mind. Being taught from infancy to be strong and silent, it should be of 
little surprise that male communication skills, the very essence of language learning, 
would later in life be called into question, and that they would suffer academically.
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Beyond academics, feeling pressured to not appear emotional, like the boys in the 
previously mentioned study by Burgess et al. (2004), it should also be of little surprise 
that males have trouble relating intimately with others and expressing their inner feelings. 
The consequences of this engendered socialization have recently been extended to 
include a number of other contemporary issues afflicting men, such as male 
unemployment in a growing service-oriented economy, high divorce and suicide rates, 
and even early death due to an unwillingness to discuss physical and psychological 
problems (Cameron, 2004).
Directions for Future Research
A review of literature indicated that this is the first large-scale study investigating 
gender differences in L2 motivation in a Canadian context. There is a great need for 
further research on this topic. Similar studies should be conducted in other areas of the 
country, to determine if this study’s results are unique to the geographical location in 
which it was conducted.
The use of French immersion students, as opposed to core French students, may 
also yield interesting results. Immersion students, presumably, would be more motivated 
to learn French and have more parental support. It would, therefore, be interesting to 
determine whether gender differences in L2 motivation exist amongst this group of 
students. The high attrition rate of French immersion students going into high school, a 
concern identified by the Director of Education of the participating school board 
(Director of Education, personal communication, June 4, 2004), would further warrant 
the inclusion of French immersion students in such a study.
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The idea of parental support, encouragement and, as an extension, parental 
attitudes toward the study of French, is also worthy o f further research. Parental attitudes 
toward French may be influencing student attitudes toward the language. For this reason, 
the inclusion of parental interviews in the methodology of a similar study may provide 
very interesting information.
In subsequent studies, additional demographic information could be sought 
pertaining to student ethnicity. It may be that students newly arrived in Canada and of 
different ethnic origins possess different, more favourable attitudes toward the French 
language. Information about career aspirations may also yield intriguing information.
Data pertaining to a student’s career-path could, potentially, be linked to findings for 
Instrumental Orientation and Goal Setting.
Organization, or a lack thereof, as a contributing factor in male L2 motivation, is 
another idea that has run through this researcher’s mind on numerous occasions. Learning 
another language requires a great deal o f student organization. In 10 years of teaching 
experience, it has become apparent to this teacher o f children that many boys struggle 
with organization. This opinion was corroborated by the comments of several FSL 
teachers in the present study, as well as by the results of a study by Place (1997). Boys 
often have difficulty keeping neat, organized notes. They also tend to struggle to 
differentiate between what is important in their French notebooks and what is not. This 
apparent lack of organization on the part of boys may have an influence on their 
motivation. The task of organizing French notebooks, reading, writing, listening, and oral 
activities, verb tenses, and vocabulary work, may in the end seem too daunting for many
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disorganized males. The influence of student organization on L2 motivation may also 
be an area worthy of additional pursuit.
Conclusion
The present study built upon the seminal work of Gardner using a modified 
approach to L2 motivation and a mixed methodology to provide evidence of what many 
have long believed. The Canadian boys in the participating Grade 9 FSL classes are less 
motivated to learn French than their female counterparts. Furthermore, using this 
modified approach, the study has succeeded in identifying gender differences in specific 
factors that influence L2 motivation. The Grade 9 boys in this study were perceived by 
both teachers and students as less integratively, instrumentally and intrinsically oriented 
than their female classmates. The study also provided considerable evidence to suggest 
that Grade 9 boys perceive themselves to have less internal control over their results in 
the FSL classroom and feelings of lower self-efficacy than do females in Grade 9 FSL. 
The findings of the study also indicated that boys in Grade 9 set less frequent and specific 
goals than girls, that they have more negative perceptions of the French language, and 
that they are encouraged less by peers, teachers, and parents to study French. The results 
of the study did not, however, find that boys are less tolerant of ambiguity or that they are 
more anxious in the Grade 9 FSL classroom.
While previously acknowledging the existence of factors influencing L2 
motivation at both the micro and macro-levels, it was the intent of the researcher to focus 
on the classroom or micro-level. However, it became increasing apparent as the study 
progressed that one level o f factors could not be separated from the other. The data, 
particularly in the qualitative phase, clearly revealed factors at the societal or macro-level
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to be very influential. While gender differences were consistently found in regard to a 
number of classroom-related factors, such as Self-efficacy, the qualitative data often 
suggested that at the root of these gender differences were societal influences. It appeared 
that how French is perceived by society at large not only influences how students 
perceive French, but also influences a number of other classroom-related factors that 
have been found to influence L2 motivation.
As made evident in this study, dominant views of masculinity in society are 
discouraging males from studying French. Perhaps more alarming, it is fear that appears 
to be upholding these dominant views. Put succinctly, the adolescent boys involved in 
this study are afraid. They are afraid of being different, o f being unlike other, “real men”. 
They are afraid o f appearing feminine or even gay. They are also, perhaps, afraid of 
losing male privileges in society. It is this fear that threatens to maintain and perpetuate 
the narrow and restrictive understanding o f what it means to be male. Only through open 
and honest discussion can this fear be alleviated.
It is not the goal of this researcher to establish a binary opposition between the 
two sexes, where advances for one sex come at the expense of the other. Rather than 
seeking only male French teachers, male curriculum, and male role models, there should 
be a demand for both sexes to be equally represented. In French class, stereotypical 
female-oriented topics often found in the texts, such as shopping and housework, should 
not be replaced with stereotypical male-oriented topics like automobile repair or sports. 
Both subject areas should be included not only to tap the interest o f both sexes, but also 
to expand horizons, allow for greater understanding of the opposite sex, and perhaps even 
help to redefine masculinity in western society.
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As a concluding and cautionary note, it should be stated that by focusing 
attention on the lack of male L2 motivation there is, of course, the risk that banner 
headlines, such as “Boy-free zone?” (Taylor, 2000) and “Is language learning really a 
female business?” (Loulidi, 1990), may actually cause more harm than good. Overt 
labeling of second languages as feminine can only serve to reinforce this perception 
amongst young, impressionable, male students. The use of such hyperbole, in the end, 
may only deter even more boys from pursuing the study of languages.
It is the hope of this researcher that the present study will serve not to perpetuate 
the existing problems associated with boys and second languages, but will instead help to 
raise awareness of the issue. It is also hoped that the many suggestions provided in this 
study will prove useful in helping other males to share in the enjoyment and benefits that 
this author has himself enjoyed, as a learner, a teacher, and a user o f other languages.
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Appendix A: Student Questionnaire
INSTRUCTIONS
You have only 30 minutes to complete this questionnaire, but please do take your time to 
complete all sections to the best o f your ability. All questionnaires are to be submitted to 
the researcher after the 30 minute period.
SECTION A
Please answer the following questions:
Your sex:  Male  Female
When were you bom? Month:____________  Year:____________
Sex of your present French teacher: Male  Female
Sex o f your previous French teachers (the past 3 years):
_________ all fem ale__________ all male . both male and female
Do you intend to continue studying French in Grade 10?
1.  Yes 2 ._____ Unsure/Undecided 3 ._____ No
SECTION B
For each of the following statements circle the number which best represents your 
answer.
l=strongly disagree 2 - moderately disagree 3=slightly disagree 
4=neutral 5=slightly agree 6=moderately agree 7=strongly agree
1. When I am studying French, I ignore distractions and stay on task. 1 2 3
2. Studying French is important to me because it will allow me to be 1 2  3
more at ease with fellow Canadians who speak French.
3. It embarrasses me to volunteer answers in French class. 1 2 3
4 .1 wish I had begun studying French at an early age. 1 2 3
5 .1 don’t bother trying to understand the complex aspects of French. 1 2 3
285
4 5 6 7 
4 5 6 7
4 5 6 7 
4 5 6 7 
4 5 6 7
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Reminder: l=strongly disagree 2= moderately disagree 3=slightly disagree
4=neutral 5=slightly agree 6=moderately agree 7=strongly agree
6. Studying French is important to me because I’ll need it for my 1 2 3 4 5 6 7
future career.
7. Knowing French isn’t really an important goal in my life. 1 2 3 4 5 6 7
8 .1 get nervous and confused when I am speaking in French in class. 1 2 3 4 5 6 7
9. My parents feel that I should devote more time to my French studies. 1 2 3 4 5 6 7
10.1 wish I were fluent in French. 1 2 3 4 5 6 7
11. Studying French is important to me because it will allow me to meet 1 2 3 4 5 6 7
and speak with more and varied people.
12.1 really work hard to learn French. 1 2 3 4 5 6 7
13.1 never feel quite sure o f my self when I am speaking in French. 1 2 3 4 5 6 7
14. My parents really encourage me to study French. 1 2 3 4 5 6 7
15.1 want to learn French so well that it becomes second nature to me. 1 2 3 4 5 6 7
16. Studying French is important to me because it will make me a more 1 2 3 4 5 6 7
knowledgeable person.
17.1 tend to approach my French homework in a random and unplanned 1 2 3 4 5 6 7
manner.
18. As I get older, I find I’m losing any desire I had in knowing French. 1 2 3 4 5 6 7
19. My parents feel that since I live in Canada, I should learn French. 1 2 3 4 5 6 7
20 .1 always feel that the other students speak French better than I do. 1 2 3 4 5 6 7
21. My parents feel that I should study French all through school. 1 2 3 4 5 6 7
22 .1 don’t pay too much attention to the feedback I get in French class. 1 2 3 4 5 6 7
23 . 1 haven’t any great wish to learn more than the basics o f French. 1 2 3 4 5 6 7
24. My parents have stressed the importance French will have when I 1 2 3 4 5 6 7  
leave school.
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Reminder: l=strongly disagree 2= moderately disagree 3=slightly disagree
4=neutral 5=slightly agree 6=moderately agree 7=slrongly agree
25.1 would like to learn as much French as possible. 1 2 3 4 5 6 7
26. My parents try to help me with my French. 1 2 3 4 5 6 7
27. When I have a problem understanding something we are learning in 1 2 3 4 5 6 7  
my French class, I always ask the teacher for help.
28. French is important because people will respect me more if I have a 1 2 3 4 5 6 7
knowledge o f a foreign language.
29. My parents urge me to seek help from my teacher if  I am having 1 2 3 4 5 6 7
problems with my French.
30 .1 sometimes daydream about dropping French. 1 2 3 4 5 6 7
31.1 tend to give up when a French lesson gets off track. 1 2 3 4 5 6 7
32. My parents feel that I should really try to learn French. 1 2 3 4 5 6 7
33.1 don’t bother checking my corrected assignments in French class. 1 2 3 4 5 6 7
34. Studying French is important to me because I will be able to 1 2 3 4 5 6 7
participate more freely in the activities o f other cultural groups.
35 .1 am afraid the other students will laugh at me when I speak French. 1 2 3 4 5 6 7
36.1 make a point o f trying to understand all the French I see and hear. 1 2 3 4 5 6 7
37. My parents encourage me to practice my French as much as possible. 1 2 3 4 5 6 7
38.1 keep up to date with French by working on it almost every day. 1 2 3 4 5 6 7
39. Studying French is important to me because it will someday be 1 2 3 4 5 6 7  
useful in getting a good job.
40. If it were up to me, I would spend all my time learning French. 1 2 3 4 5 6 7
41. To be honest, I really have little desire to learn French. 1 2 3 4 5 6 7
42. My parents show considerable interest in my French studies. 1 2 3 4 5 6 7
43. Studying French is important to me because it will enable me to 1 2 3 4 5 6 7
understand and better appreciate French Canadian art and literature.
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SECTION C
For each of the statements below, circle the number which best represents your
l=strongly disagree 2= moderately disagree 3=slightly disagree 
4=neutral 5=slightly agree 6=moderately agree 7=strongly agree
1 .1 can overcome the obstacles o f learning French if  I work hard. 1 2
2. When I receive a poor grade in French it is because the subject was 1 2 
not interesting.
3. My success in French depends on good breaks. 1 2
4. If I receive a poor mark in French, it is because I didn’t study enough. 1 2
5. When I study French, I rarely follow a plan. 1 2
6 .1 sometimes ask for advice on the best way to learn French. 1 2
7 .1 don’t have any specific intentions when it comes to learning French. 1 2
8. At times when I don’t succeed in French exercises as much as I 1 2  
want to, it is due to a lack o f effort on my part.
9. My success in French is due to destiny. 1 2
10.1 have planned out well what I want to achieve in my French course. 1 2
11.1 often make a list of things I have to do in my French course. 1 2
12. When it comes to learning French, my goals change all the time. 1 2
13. When I get a poor grade in French class it is because the topic 1 2 
was complicated.
14.1 don’t know what my purpose of studying French is. 1 2
15. It is o f great benefit to me to have a course schedule in French class. 1 2
16. If I do well in French, it is because I am lucky. 1 2
17.1 have a clear idea o f how much French I want to learn. 1 2
18.1 don’t spend much time thinking about my goals to learn French. 1 2
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Reminder: l=strongly disagree 2= moderately disagree 3=slightly disagree
4=neutral 5=slightly agree 6=moderately agree 7=strongly agree
19.1 often think o f what I want to accomplish in my French course. 1 2 3 4 5 6 7
20. The reason that my French grades are not higher is because French 1 2 3 4 5 6 7
is a difficult subject.
21.1 don’t have any specific plans when it comes to learning French. 1 2 3 4 5 6 7
2 2 .1 have a specific goal o f how much French I want to learn. 1 2 3 4 5 6 7
23. When I study French I often refer to a goal. 1 2 3 4 5 6 7
24. I rarely take the time to think about my French learning plans. 1 2 3 4 5 6 7
25 .1 rarely follow a time schedule when I study French. 1 2 3 4 5 6 7
SECTION D
For each o f the statements below, circle the number which best represents your answer. 
l=strongly disagree 2= moderately disagree 3=slightly disagree 
4=neutral 5=slightly agree 6=moderately agree 7=strongly agree
1 .1 prefer hard, challenging work. 1 2 3 4 5 6 7
2 .1 usually read because I have to and not because I am interested. 1 2 3 4 5 6 7
3 .1 like to figure things out myself. 1 2 3 4 5 6 7
4 .1 like difficult problems. 1 2 3 4 5 6 7
5 .1 sometimes do extra projects to learn. 1 2 3 4 5 6 7
6 .1 usually ask my teacher to help me with my mistakes. 1 2 3 4 5 6 7
7 .1 like to learn as much as I can. 1 2 3 4 5 6 7
8 .1 like to work to learn new things. 1 2 3 4 5 6 7
9 .1 prefer to ask for assistance when solving hard problems. 1 2 3 4 5 6 7
10.1 do not like new, difficult work. 1 2 3 4 5 6 7
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Reminder: l=strongly disagree 2= moderately disagree 3=slightly disagree
4=neutral 5=slightiy agree 6=moderately agree 7=strongly agree
11.1 rarely ask questions when I want to learn new things. 1 2 3 4 5 6 7
12.1 usually try to figure out assignments on my own. 1 2 3 4 5 6 7
13.1 find difficult work interesting. 1 2 3 4 5 6 7
14.1 enjoy working on solving problems. 1 2 3 4 5 6 7
15.1 prefer to plan things my self when completing assignments. 1 2 3 4 5 6 7
16.1 do not like hard school subjects. 1 2 3 4 5 6 7
17. I like learning about things that interest me. 1 2 3 4 5 6 7
18.1 often seek out help when completing school work. 1 2 3 4 5 6 7
SECTION E
For each o f the statements below, circle the number which best represents your answer. 
l=strongly disagree 2= moderately disagree S lig h tly  disagree 
4=neutral 5=slightly agree 6=moderately agree 7=strongly agree
I. I think girls are better at learning French than boys. 1 2 3 4 5 6 7
2 .1 feel that I am able to understand a conversation in French. 1 2 3 4 5 6 7
3 .1 feel that I have been encouraged by my teachers to continue 1 2 3 4 5 6 7
studying French.
4. French is a gentle and pleasant sounding language. 1 2 3 4 5 6 7
5 .1 feel that I can identify the main points in a French conversation. 1 2 3 4 5 6 7
or passage.
6 .1 think my teachers feel French is as important as other subjects. 1 2 3 4 5 6 7
7 .1 think French is more suitable for girls than boys. 1 2 3 4 5 6 7
8 .1 feel that I can write well enough in French to describe an event, 1 2 3 4 5 6 7
or a person, or tell a story.
9 .1 think my friends feel it is important to learn French. 1 2 3 4 5 6 7
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Reminder: l=strongly disagree 2= moderately disagree 3=slightly disagree
4=neutral 5=slightly agree 6=moderately agree 7=strongly agree
10. The French language is for cissies. 1 2 3 4 5 6 7
11.1 expect to do well in French class. 1 2 3 4 5 6 7
12. My friends make fun o f me for learning French. 1 2 3 4 5 6 7
13.1 am afraid o f what people will think o f me if  I study French. 1 2 3 4 5 6 7
14.1 feel that I can speak well enough in French to make myself 1 2 3 4 5 6 7
understood on certain topics.
15.1 feel that I have been encouraged more by teachers to study other 1 2 3 4 5 6 7 
subjects, such as math, science and computers, than French.
SECTION F
For each o f the statements below, circle the number which best represents your answer. 
l=strongly disagree 2= moderately disagree 3=slightly disagree 
4=neutral 5=slightly agree 6=moderately agree 7=strongly agree
1. When I am reading something in French, I feel impatient when I 1 2 3 4 5 6 7
don’t totally understand the meaning.
2. It bothers me that I don’t get everything the teacher says in French. 1 2 3 4 5 6 7
3. When I write French compositions, I don’t like it when I can’t express 1 2 3 4 5 6 7
my ideas exactly.
4. It is frustrating that sometimes I don’t understand completely some 1 2 3 4 5 6 7
French grammar.
5 .1 don’t like the feeling that my French pronunciation is not quite 1 2 3 4 5 6 7
correct.
6 .1 don’t enjoy reading about something in French that takes a while 1 2 3 4 5 6 7
to figure out.
7. It bothers me that even though I study French grammar, some o f it 1 2 3 4 5 6 7
is hard to use in speaking and writing.
8. When I am writing in French, I don’t like the fact that I can’t say 1 2 3 4 5 6 7
exactly what I want.
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Reminder: l=strongly disagree 2= moderately disagree 3=slightly disagree
4=neutral 5=slightly agree 6=moderately agree 7=slrongly agree
9. It bothers me when the teacher uses a French word I don’t know. 1 2 3 4 5 6 7
10. When I am speaking in French, I feel uncomfortable if  I can’t 1 2 3 4 5 6 7
communicate my idea clearly.
11.1 don’t like the fact that sometimes I can’t find French words that 1 2 3 4 5 6 7
mean the same as some words in English.
12. One thing I don’t like about reading in French is having to guess 1 2 3 4 5 6 7
what the meaning is.
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Appendix B: Letter of Permission to the Research Ethics Board
Scott Kissau
x x x x x x x x  
x x x x x x x x
XXX XXX
Chair, Research Ethics Board 
University of Windsor
As a graduate student at the University o f Windsor’s Faculty o f Education, I am writing to 
request your approval for a research study that will be conducted to meet the requirements of the 
joint doctoral program of Philosophy in Educational Studies.
The study will investigate gender differences in second language motivation. Motivation 
has been identified as perhaps the single most influential factor in learning a new 
language. Recently, studies have raised concern that male secondary school students in 
Canada are less motivated to learn French than females. Boys are less likely to study 
French in senior high school. They do not fare as well academically as do girls, nor are 
they enjoying themselves as much. Making matters worse, boys who are struggling and 
who are not enjoying their French class are often developing more negative attitudes 
toward both the French language and French people. All Grade 9 FSL students within the 
participating school board will be given questionnaires seeking information on various 
factors that influence second language motivation. Participation is voluntary and 
confidentiality is ensured. In addition, a small number of Grade 9 FSL teachers and 
students will be interviewed to elaborate on the findings o f the questionnaires. A third 
source of data will also be used in the study. In order to set the study within the current 
context o f second language policy-making and to explore possible further influences on 
male second language motivation, an analysis will also be conducted o f relevant 
documentation published by both federal and provincial governments as well as personal 
communications with school board officials and other FSL stakeholders.
There are no known risks associated with this study and participants may withdraw at any time. 
Please find the enclosed research proposal that outlines the procedures to be followed, samples 
o f the questionnaires to be completed, and letters requesting permission and consent.
If you have any questions, I can be reached at 734-6856 or 966-3890. You may also reach my 
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Appendix C: Letter of Permission to the Superintendent of Schools
Scott Kissau 
XXXXXXXX
x x x x x x x x
XXX XXX
Superintendent, G.E.C.D.S.B.
451 Park St. West 
Windsor, On 
N9A6K1
My name is Scott Kissau. I am a Teacher, and also a graduate student at the University of 
Windsor. I am writing to request your approval for a research study that will be conducted to 
meet the requirements o f the joint doctoral program o f Philosophy in Educational Studies.
The study will investigate gender differences in second language motivation. Motivation 
has been identified as perhaps the single most influential factor in learning a new 
language. Recently, studies have raised concern that male secondary school students in 
Canada are less motivated to learn French than females. Boys are less likely to study 
French in senior high school. They do not fare as well academically as do girls, nor are 
they enjoying themselves as much. Making matters worse, boys who are struggling and 
who are not enjoying their French class are often developing more negative attitudes 
toward both the French language and French people. All Grade 9 FSL students within the 
participating school board will be given questionnaires seeking information on various 
factors that influence second language motivation. In addition, a small number o f Grade 9 
FSL teachers and students will be interviewed to elaborate on the findings of the 
questionnaires. In order to set the study within the current context o f second language 
policy-making and to explore possible further influences on male second language 
motivation, an analysis will also be conducted o f relevant documentation published by 
both federal and provincial governments as well as personal communications with school 
board officials and other FSL stakeholders.
In accordance with the University of Windsor policy with regards to any research 
involving human participants, Ethics Committee approval has been granted. There are no 
known risks associated with this study and participants may withdraw at any time. Please 
find the enclosed research proposal which outlines the procedures to be followed, 
samples o f the questionnaires to be completed, and letters requesting permission and 
consent. If you have any further questions, I can be reached at 734-6856. You may also 
reach my advisor, Dr. Diffey at 253-4232, ext.3800.
Sincerely, 
Scott Kissau
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
295
Appendix D: Letter of Permission to Principal
Scott Kissau 
XXXXXXXX
x x x x x x x x
XXX XXX 
Dear Principal:
My name is Scott Kissau. I am a Teacher, and also a graduate student at the University of 
Windsor. I am writing to request your approval to conduct a research study involving the 
participation of your staff and some of your students. I am writing to request your approval for a 
research study involving the participation of some of your students. This study will be conducted 
to meet the requirements o f the joint doctoral program of Philosophy in Educational Studies.
The study will investigate gender differences in second language motivation. Motivation 
has been identified as perhaps the single most influential factor in learning a new 
language. Recently, studies have raised concern that male secondary school students in 
Canada are less motivated to learn French than females. Boys are less likely to study 
French in senior high school. They do not fare as well academically as do girls, nor are 
they enjoying themselves as much. Making matters worse, boys who are struggling and 
who are not enjoying their French class are often developing more negative attitudes 
toward both the French language and French people. All Grade 9 FSL students with 
parental consent within the participating school board will be given questionnaires 
seeking information on various factors that influence second language motivation. In 
addition to the questionnaires, a small number of teachers and students will be asked to 
participate in brief interviews.
In accordance with the University o f Windsor policy with regards to any research 
involving human participants, Ethics Committee approval has been granted. There are no 
known risks associated with this study and participants may withdraw at any time.
Sincerely,
Scott Kissau
I,______________________________________(Principal’s name) give my permission to have my Grade
9 FSL students participate in the above-mentioned study.
Signature:____________________
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Appendix E: Letter Requesting Teacher Participation (Pilot Study)
Consent to Participate in Research 
Second Language Motivation 
Teachers 
Pilot Study
My name is Scott Kissau, and I am a graduate student at the University o f Windsor. I am 
writing to request your participation in a research study involving you and your FSL 
students. This study will be conducted to meet the requirements o f the joint doctoral 
program o f Philosophy in Educational Studies. If you have any questions or concerns 
about the research, you may reach my supervisor, Dr. Norm Diffey, at 253-4232, ext. 
3800.
• PURPOSE OF THE STUDY
The study will investigate second language motivation. Motivation has been identified as 
perhaps the single most influential factor in learning a new language. Recent studies have 
raised concern about the lack of motivation experienced by many French as a second 
language (FSL) students in Canada.
•  PROCEDURES
If you volunteer to participate in this study, you would be asked to allow your FSL 
students to complete a questionnaire seeking information on various factors that influence 
second language motivation. The questionnaire is designed to take approximately 30 
minutes to complete and would be administered during class-time by the researcher. A 
copy o f the results o f this study will be provided to each school’s office and made 
available to all interested participants.
•  POTENTIAL RISKS AND DISCOMFORTS 
There are no known risks associated with this study.
• POTENTIAL BENEFITS TO PARTICIPANTS
Many o f the anticipated findings are expected to be o f benefit to students who study 
French, as well as their teachers.
•  CONFIDENTIALITY
All participants in this study are ensured confidentiality. Any information obtained in 
connection with this study and that can be identified with you will remain confidential 
and will be disclosed only with your permission. All data obtained from this study will be 
destroyed after a maximum period o f 7 years.
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• PARTICIPATION AND WITHDRAWAL
You can choose whether or not to be in this study. If you volunteer to be in this study, 
you may withdraw at any time without consequences. Participants may also exercise their 
option to remove their data from the study and may refuse to answer any questions they 
do not wish to answer and still remain in the study. The researcher may choose to 
withdraw participants from this study if warranted.
• RIGHTS OF RESEARCH PARTICIPANTS
You may withdraw your assent at any time and discontinue participation without penalty. 
This study has been reviewed and received ethics clearance through the University o f 
Windsor Research Ethics Board. If you have any questions regarding your right as a 
research subject, contact.
Research Ethics Coordinator Telephone: 519-253-3000, #3916
University o f Windsor 
Windsor, Ontario 
N9B 3P4
I understand the information provided for the study “Second Language Motivation”, and 
agree to participate in this study. I have been given a copy o f this form.
•  SIGNATURE OF RESEARCH SUBJECT
Name of Teacher
Signature of Teacher Date
• SIGNATURE OF INVESTIGATOR
In my judgement, the subject is voluntarily and knowingly giving informed consent to 
participate in this research study.
Signature of Researcher Date
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Assent to Participate in Research 
Second Language Motivation 
Students 
Pilot Study
My name is Scott Kissau, and I am a graduate student at the University o f Windsor. I am 
writing to request your child’s participation in a research study involving FSL students 
and teachers. This study will be conducted to meet the requirements of the joint doctoral 
program o f Philosophy in Educational Studies. If you have any questions or concerns 
about the research, you may reach my supervisor, Dr. Norm Diffey, at 253-4232, ext. 
3800.
• PURPOSE OF THE STUDY
The study will investigate second language motivation. Motivation has been identified as 
perhaps the single most influential factor in learning a new language. Recent studies have 
raised concern about the lack o f motivation experienced by many French as a second 
language (FSL) students in Canada.
• PROCEDURES
If you allow your child to participate in this study, he/she would be asked to complete a 
questionnaire seeking information on various factors that influence second language 
motivation. The questionnaire is designed to take approximately 30 minutes to complete 
and would be administered during class-time by the researcher. A copy o f the results of 
this study will be provided to each school’s office and made available to all interested 
participants.
• POTENTIAL RISKS AND DISCOMFORTS 
There are no known risks associated with this study.
• POTENTIAL BENEFITS TO PARTICIPANTS
Many of the anticipated findings are expected to be of benefit to students who study 
French, as well as their teachers.
• CONFIDENTIALITY
All participants in this study are ensured confidentiality. Any information obtained in 
connection with this study and that can be identified with your child will remain 
confidential and will be disclosed only with your permission. All data obtained from this 
study will be destroyed after a maximum period o f 7 years.
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• PARTICIPATION AND WITHDRAWAL
You child can choose whether or not to be in this study. If he/she volunteers to be in this 
study, he/she may withdraw at any time without consequences. Participants may also 
exercise their option to remove their data from the study and may refuse to answer any 
questions they do not wish to answer and still remain in the study. The researcher may 
choose to withdraw participants from this study if warranted.
•  RIGHTS OF RESEARCH PARTICIPANTS
Your child may withdraw his/her assent at any time and discontinue participation without 
penalty. This study has been reviewed and received ethics clearance through the 
University o f Windsor Research Ethics Board. If you have any questions regarding your 
right as a research subject, contact:
Research Ethics Coordinator Telephone: 519-253-3000, #3916
University o f Windsor 
Windsor, Ontario 
N9B 3P4
I understand the information provided for the study “Second Language Motivation”, and 
allow my child to participate in this study. I have been given a copy o f this form.
• SIGNATURE OF RESEARCH SUBJECT AND LEGAL REPRESENTATIVE
Name o f Student
Signature o f Student Date
Signature of Parent/Legal Representative Date
• SIGNATURE OF INVESTIGATOR
In my judgement, the subject is voluntarily and knowingly giving informed consent to 
participate in this research study.
Signature of Researcher Date
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Consent to Participate in Research 
Second Language Motivation 
Grade 9 FSL Teachers
My name is Scott Kissau, and I am a graduate student at the University o f Windsor. I am 
writing to request your participation in a research study involving you and your FSL 
students. This study will be conducted to meet the requirements o f the joint doctoral 
program o f Philosophy in Educational Studies. If you have any questions or concerns 
about the research, you may reach my supervisor, Dr. Norm Diffey, at 253-4232, ext. 
3800.
•  PURPOSE OF THE STUDY
The study will investigate second language motivation. Motivation has been identified as 
perhaps the single most influential factor in learning a new language. Recent studies have 
raised concern about the lack o f motivation experienced by many French as a second 
language (FSL) students in Canada.
• PROCEDURES
If you volunteer to participate in this study, you would be asked to allow your FSL 
students to complete a questionnaire seeking information on various factors that influence 
second language motivation. The questionnaire is designed to take approximately 30 
minutes to complete and would be administered during class-time by the researcher. In 
addition, a small number of Grade 9 FSL students and teachers will be subsequently 
contacted for follow-up interviews to elaborate on the findings o f the questionnaires.
Prior to the interviews, a second set o f assent forms will be sought. A copy of the results 
of this study will be provided to each school’s office and made available to all interested 
participants.
•  POTENTIAL RISKS AND DISCOMFORTS 
There are no known risks associated with this study.
• POTENTIAL BENEFITS TO PARTICIPANTS
Many o f the anticipated findings are expected to be of benefit to students who study 
French, as well as their teachers.
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• CONFIDENTIALITY
All participants in this study are ensured confidentiality. Any information obtained in 
connection with this study and that can be identified with you will remain confidential 
and will be disclosed only with your permission. All data obtained from this study will be 
destroyed after a maximum period of 7 years.
• PARTICIPATION AND WITHDRAWAL
You can choose whether or not to be in this study. If you volunteer to be in this study, 
you may withdraw at any time without consequences. Participants may also exercise their 
option to remove their data from the study and may refuse to answer any questions they 
do not wish to answer and still remain in the study. The researcher may choose to 
withdraw participants from this study if warranted.
• RIGHTS OF RESEARCH PARTICIPANTS
You may withdraw your assent at any time and discontinue participation without penalty. 
This study has been reviewed and received ethics clearance through the University o f 
Windsor Research Ethics Board. If you have any questions regarding your right as a 
research subject, contact:
Research Ethics Coordinator Telephone: 519-253-3000, #3916
University o f Windsor 
Windsor, Ontario 
N9B 3P4
I understand the information provided for the study “Second Language Motivation”, and 
agree to participate in this study. I have been given a copy o f this form.
• SIGNATURE OF RESEARCH SUBJECT
Name of Teacher
Signature of Teacher Date
• SIGNATURE OF INVESTIGATOR
In my judgement, the subject is voluntarily and knowingly giving informed consent to 
participate in this research study.
Signature of Researcher Date
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Assent to Participate in Research 
Second Language Motivation 
Grade 9 FSL Students
My name is Scott Kissau, and I am a graduate student at the University o f Windsor. I am 
writing to request your child’s participation in a research study involving FSL students 
and teachers. This study will be conducted to meet the requirements of the joint doctoral 
program o f Philosophy in Educational Studies. If you have any questions or concerns 
about the research, you may reach my supervisor, Dr. Norm Diffey, at 253-4232, ext. 
3800.
• PURPOSE OF THE STUDY
The study will investigate second language motivation. Motivation has been identified as 
perhaps the single most influential factor in learning a new language. Recent studies have 
raised concern about the lack o f motivation experienced by many French as a second 
language (FSL) students in Canada.
•  PROCEDURES
If you allow your child to participate in this study, he/she would be asked to complete a 
questionnaire seeking information on various factors that influence second language 
motivation. The questionnaire is designed to take approximately 30 minutes to complete 
and would be administered during class-time by the researcher. In addition, a small 
number o f Grade 9 FSL students and teachers will be subsequently contacted for follow- 
up interviews to elaborate on the findings o f the questionnaires. Prior to the interviews, a 
second set o f assent forms will be sought. A copy o f the results o f this study will be 
provided to each school’s office and made available to all interested participants.
•  POTENTIAL RISKS AND DISCOMFORTS 
There are no known risks associated with this study.
• POTENTIAL BENEFITS TO PARTICIPANTS
Many of the anticipated findings are expected to be of benefit to students who study 
French, as well as their teachers.
• CONFIDENTIALITY
All participants in this study are ensured confidentiality. Any information obtained in 
connection with this study and that can be identified with your child will remain
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confidential and will be disclosed only with your permission. All data obtained from 
this study will be destroyed after a maximum period of 7 years.
• PARTICIPATION AND WITHDRAWAL
Your child can choose whether or not to be in this study. If he/she volunteers to be in this 
study, he/she may withdraw at any time without consequences. Participants may also 
exercise their option to remove their data from the study and may refuse to answer any 
questions they do not wish to answer and still remain in the study. The researcher may 
choose to withdraw participants from this study if warranted.
•  RIGHTS OF RESEARCH PARTICIPANTS
Your child may withdraw his/her assent at any time and discontinue participation without 
penalty. This study has been reviewed and received ethics clearance through the 
University o f Windsor Research Ethics Board. Clearance has also been granted by the 
Greater Essex County District School Board. If you have any questions regarding your 
right as a research subject, contact:
Research Ethics Coordinator Telephone: 519-253-3000, #3916
University o f Windsor 
Windsor, Ontario 
N9B 3P4
I understand the information provided for the study “Second Language Motivation”, and 
allow my child to participate in this study. I have been given a copy o f this form.
•  SIGNATURE OF RESEARCH SUBJECT AND LEGAL REPRESENTATIVE
Name o f Student
Signature of Student Date
Signature o f Parent/Legal Representative Date
• SIGNATURE OF INVESTIGATOR
In my judgement, the subject is voluntarily and knowingly giving informed consent to 
participate in this research study.
Signature o f Researcher Date
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Appendix I: Letter Requesting Parental Consent for Student Interviews
Assent to Participate in Research 
Second Language Motivation 
Grade 9 FSL Student Interviews
My name is Scott Kissau, and I am a graduate student at the University o f Windsor. As 
stated in the earlier assent form, a small number of Grade 9 FSL students would be 
contacted after completing the initial questionnaire to participate in a follow-up 
interview. I am writing to request your child’s participation in such an interview. The 
interviews are part of a study being conducted to meet the requirements o f the joint 
doctoral program o f Philosophy in Educational Studies. If you have any questions or 
concerns about the research, you may reach my supervisor, Dr. Norm Diffey, at 253- 
4232, ext. 3800.
• PURPOSE OF THE STUDY
The study will investigate second language motivation. Motivation has been identified as 
perhaps the single most influential factor in learning a new language. Recent studies have 
raised concern about the lack of motivation experienced by many French as a second 
language (FSL) students in Canada.
• PROCEDURES
The interviews are to last approximately 30 minutes and will be conducted by the 
researcher on school property and during school hours. If you allow your child to participate in 
this interview, he/she will be asked to share his/her perspectives on factors influencing second 
language motivation. Typical questions may be the following:
1. Do you have any specific goals that you have set for yourself in your 
French class? If so, what are they?
2. Do you feel that you have much choice in regard to the activities and 
assignments in your FSL class?
3. What do you think could be done to improve student motivation in FSL?
•  POTENTIAL RISKS AND DISCOMFORTS 
There are no known risks associated with this study.
•  POTENTIAL BENEFITS TO PARTICIPANTS
Many o f the anticipated findings are expected to be of benefit to students who study 
French, as well as their teachers.
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• CONFIDENTIALITY
All participants in this study are ensured confidentiality. Any information obtained in 
connection with this study and that can be identified with your child will remain 
confidential and will be disclosed only with your permission. All data obtained from this 
study will be destroyed after a maximum period of 7 years.
• PARTICIPATION AND WITHDRAWAL
Your child can choose whether or not to be in this study. If he/she volunteers to be in this 
study, he/she may withdraw at any time without consequences. Participants may also 
exercise their option to remove their data from the study and may refuse to answer any 
questions they do not wish to answer and still remain in the study.
• RIGHTS OF RESEARCH PARTICIPANTS
Your child may withdraw his/her assent at any time and discontinue participation without 
penalty. This study has been reviewed and received ethics clearance through the 
University of Windsor Research Ethics Board. If you have any questions contact:
Research Ethics Coordinator Telephone: 519-253-3000, #3916
University of Windsor 
Windsor, Ontario 
N9B 3P4
I understand the information provided for the study “Second Language Motivation”, and 
allow my child to participate in this study. I have been given a copy of this form.
• SIGNATURE OF RESEARCH SUBJECT AND LEGAL REPRESENTATIVE
Name of Student
Signature of Student Date
Signature of Parent/Legal Representative Date
• SIGNATURE OF INVESTIGATOR
In my judgement, the subject is voluntarily and knowingly giving informed assent to 
participate in this research study.
Signature of Researcher Date
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VITA AUCTORIS 
Scott Kissau was bom and raised in Windsor, Ontario. He graduated from 
Queen’s University in 1994 with a B.A (Honours) in French and German Translation. 
From there he went on to obtain a B.Ed at the University of Windsor in 1995. While 
working as a French immersion teacher with the Greater Essex County District 
School Board, Scott completed his M.Ed in Administrative Studies at the University 
of Windsor. Shortly after obtaining his M.Ed he enrolled in the Joint PhD Program in 
Educational Studies, also at the University o f Windsor. He has completed all 
requirements for the PhD degree.
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